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Foreword

This report by design is broadly exploratory. We have attempted to make
both substantive and methodological contributions to the study of education
and social development. Some success is claimed in both attempts.

Yet the complexities of the development process, the virtual absence of
theory regarding educational change and the low quality of pertinent educational
research combine to obstruct precise analysis of the linkages between education
and other aspects of development. We do not argue that the past record of
education's contribution to development has been made entirely clear by this
study, nor lirve we defined the range of possibilities for future contribution.
However, we believe that we have built an outline of a methodology by which
this involvement can be more accurately measured.

Many : the contributors to this study are continuing to investigate
those facets of educaticna development which occupy their interest. A
revised version of this report will incorporate refinements of their ideas.

Many people deserve thanks for their help ir completing this report.

The following provided helpful suggestions or criticisms: Mary Jean Bowman,
University of Chicago; Rob:rt Cahill, University of Hawaii; Lindsey Churchill,
Cornell University; Hector lorrea, Wayne State University; Phillip Hauser,
University of Chicago; Celia Heller, Hunter College; Burkart Holzner, Univer-
sity of Hawaii; Solon Kimball, Teachers College, Columbia University; Martin
Landau, Brooklyn College; Kurt Leuscher, Institut fuer Soziologie, Switzerland;
George Meyers, Cornell University; Jerry Miner, Syracuse University; Lee

Sechrest, Northwestern University; J. May:ome Stycos, Cornell University; and
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Frank Young, Cornell University. The East West Center, University of Hawaii
provided invaluable assistance in the form of senior specialist and research
assistant awards which made it possible for the editors to perform their
work in most pleasant surroundings. Able secretarial and typing assistance
was provided by Ada Kageura, Pearl Lilikoi, and Helen Neff.

This study was made possible under a contract with AID. Special
appreciation is deserved by those members of the AID staff most closely
associated with the study: Vincent Aloia, Michael Chiappetta and Jack

Mezirow.
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CHAPTER 1
THE STUDY OF EDUCATION AND SOCIAL DEVELOPMENT

The problem of those who wish to gain insight into the process of
social development is no longer one of lack of literature. The last decade
and half have produced an exceedingly large number of studies, reports, and
essa&s on the subject by scholars in the social and behavioral sciences.
Some of these studies have been historical in nature while others have been
cross-national. Some have been theoretical in their treatment of the
subject and others empirical. Yet to a considerable degree the large amount
of comment and analysis has only emphasized the complexity of the subject
and the urgent need for further careful study. There are several reasons
for our inadequate, conflicting and imprecise knowledge of the development

process.

Characteristics of Development Studies

1. Studies of development tend to exhibit a parochialism reflecting
a single disciplinary approach. Research and inquiry into development have
been undertaken by scholars representing many different academic areas in
the social and behavioral sciences. Yet these scholars, depending on their
disciplinary base, have tended to see social phenomena through different
"lenses," their conceptual frameworks, methods of inquiry, terminology,
focus of interest resulting from the nature of their academic training. Thus
some studies of development in their substance and methodology are mainly

1

economic,™ treating such problems as formation of capital, investment

1Walt W. Rostow, The Stages of Economic Growth, Cambridge: Harvard
University Press, 1960; Benjamin Higgins, "An Economist's View," in UNESCO,
Social Aspects of Economic Development in Latin Awerica II, Paris, 1963; and
Harvey leibenstein, Economic Backwardness and Economic Growth, New York:
Wiley, 1963.




CHAPTER 1 2

policies and the like; others are essentially sociological,1 examining social
change, variations in social structure, and social mobility; while others
more psychological2 are concerned with analysis of personality, need
structures, motives and behavior patterns.

It follows, then, that studies of development are typically fragmented,
The economist tends only ts be interested in or feel himself capable of
studying certain of the events, institutions, processes in a developing
society. The same is true of scholars representing other disciplines. The
direct implication of this for the planner is seen in the many recent man-
power surveys, carried out under U. S. or international auspices, where
economists carefully describe how the manpower requirements of economic
growth may be translated !nto educational policy b;t admittedly are unable
to assess the subtle non-economic contributions of education.

2. There is still no widely accepted general theory of development,
There are theories of social change and theories of economic growth, But
no adequate general models of why and how individuals, institutions and
cultures prosper or decline have yet been devised. The confusion over the
meaning of development is illustrated by the various uses of the term itself,
Throughout the literature one can find that development is used with easy
abandon as a synonym for such processes as industrialization, modernization,

or even urbanization.

1Wilbert E. Moore, "A Reconsideration of Theories of Social Change,"
American Sociological Review, 25 (6), 1960; and Bert F. Hozelitz (ed.),
Sociologzical Aspects of Economic Growth, New York: Free Press, 1960,

2pverett E. Hagen, On the Theory of Social Change: How Economic
Growth Begins, Homewood, Ill.: Dorsey Press, 1962; and David McClelland,
The Achieving Society, Princeton, N. J.: Van Nostrand, 1961.
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3. A certain amount of faddishness has been associated with the study
of development. Without doubt the two most vital social issues of contem-
porary times are world peace and world development. And, since development
is such a crucial problem, its study is profitable in terms of research
support, consultative opportunities and professional recognition. This is
not necessarily the best situation for the nurture of cautious, careful,
long-term scholarly inquiry.

4. Given the intricacies of the process of development only gross
attempts have been made to show its meaning for the planners of particular
sectors, e.g., industry, education, and to establish inter-sector priorities.
The emphases to be placed in the developing countries on "heavy" versus
"light" industry, infrastructure versus manufacturing, agriculture versus
industry are still matters of conjecture. Even after postulating a certain
rate of economic growth and establishing production targets as manpover
proponents do, a legitimate case has not necessarily been made for invest-
ment in "human'" rather than other types of resources since the comparative
returns on alternative investments resist precise measurement.

These conditions which affect the study of the development also tend to
be repeated in the study or the various sectors or components of the process,
Studies in development education (if one may so identify that growing profes-
sional field concerned with studies of education in developing societies) are
relatively new, faddish and often weak in theoretical foundations. These
studies frequently are interdisciplinary (or at least persons from different
disciplines are expressing themselves on development education), which is to
their advantage. They do, however, suffer both from the underdeveloped state
of the discipline of education, with its lack of theoretical bases and absence
of well developed methodology, and from shortcomings, particularly in terms

of measurement, inherent in the social sciences.
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Studies in Development Education

The literature on the role of education in the development process,
like the literature in the general field of development studies, is sizeable
and rapidly growing. This literature could perhaps be divided into "micro"
and "macro" educational studies. The former would include analyses of
particular curriculum problems, "psychological" characteristics such as
motivations or aspirations of a specified student or teacher group, admin-
istrative procedures, questions of instructional quality, and the like.
While there is a need for more micro educational studies within the develop-
ment context, these are generally not the concern in this work. The focus
heré‘usually is on the level at which basic planning decisions are made. '

Several categories of macroeducational studies might be identified:

1. There are the general informational studies treating the educational
system of a particular country or region. 1In these studies such topics as
administration, elementary education, secondary education, higher education,
teacher education typically are included along with some general discussion of
"educational problems." Many of the reports and yearbooks of UNESCO and the
International Bureau of Education would fall into this category as would
gseveral of the publications of United States 0ffice of Education. Journals
of professional organizations interested in international education also
frequently include articles of a survey nature under such titles as "Educa-
tion in 'X' Nation" or "Trends in 'Y' Education."

Descriptions of specialized educational programs, presumably of con-
siderable importance to development, such as literacy, adult education,

community education, and various programs of an applied or vocational

1As a partial exception Chapter 6 analyzes individual behavior, but does
so always within the social context, seeking implications for national policy.
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nature might also be included in this category. Informational reports on
such topics may simply relate what has happened in a particular country or
may argue that some variety of "practical' education be substituted for or
added to current educational programs.

Studies in this first category may espouse a particular view or bias
toward the actual or potential role of education in development and may be
of a historical or empirical nature. Usually, however, they are non-
theoretical in their approach. Since they are broadly descriptive and largely
impressionistic they offer little of benefit to the educational policymaker,
the educational planner or the scholars seeking to better understand education's
contribution to development.

2. Another category could be identified as manpower and educational
planning studies. Manpower studies have been in considera®»le vogue for the
past few years and have received great stimulus from such organizations as
the Organization for Economic Cooperation and Development, UNESCO and the
International Bank for Reconstruction and Development. While theoreticzlly
the manpower problem should only be part of the educational planning problem,
in practice the two frequently are treated as synonymous. (That is, proper
recognition is not given to the contributions of education other than those
which facilitate economic growth.) In their most pure sense national man-~
power analyses and forecasting represent an attempt to determine the number
of skilled and professional persons needed to achieve certain levels of
production by a target date. School and curriculum enrollments are then
manipulated so that the input of students will result in the types and
numbers of skilled graduates needed by the economy. Understandably the

technical difficulties in forecasting manpower needs and controlling flows
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of students may be overwhelming. Data requirements1 for this approach
include: current status and trends in the size and composition of the labor
force; predicted structural changes in the economy; current status and
trends in educational input and output, especially in vocational, technical
and professional programs; and technological forecast data.

While these studies consider education to be of national importance,
qualitative differences among educational programs receive little attention.
Rather, the concern is almost exclusively quantitative -- providing teachers,
students, buildings, etc. in the numbers necessary to fulfill a national
plan. Further, the narrowly conceived educational planning approach rests
on the assumption that economic development goals are sufficient for deter-
mining educational priorities. Not only is this technique incapable of
assessing noneconomic societal needs, it fails to deal adequately with the
"gubstitutability" of products of education.?

3. '"Cost-benefit" studies of educational programs form a third cate-
gory. This approach is based on the economic principle. of optimizing the
return on an investment. Although theoretically these studies attempt to

determine both the noneconomic and the economic returns on a particular

investment, in practice they focus on the more easily measured economic

1There is an increasing number of attempts to broaden the educational
planning approach beyond consideration of manpower needs. For a summary
statement of procedural steps of the educational planning approach, see
UNESCO, Economic and Social Aspects of Educational Planning, Paris, 1964,
pp. 32-37; for a highly mathematical description, see OECD, Economretric
Models of Education, Paris, 1965.

21n addition to the studies carried out by the organizations mentioned
above, several universities and individual scholars have contributed to the
literature on this topic. Perhaps the individual scholar most associated
with manpower studies is Frederick Harbison, whose many contributions
include: Education, Manpower and Economic Growth, and High Level Manpower
Resources: Country Studies published by McGraw Hill in 1964 and 1965
respectively.
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returns. Cost-benefit studies have been attempted -- at least in some

partial way -- iu several developed and underdeveloped nations. The possible
contribution of such efforts to the education policy-maker is obvicus. If it
becomes possible to measure the rate of economic return from a particular
educational investment with satisfactory precision, then policy-makers have a
rational basis for making choices between investment in education and some
other sector whose rate of cconomic return is also measurable. One advantage
of cost-benefit analysis is that it forces the educator to be concerned with
sectors other than his own. That is, the return on a particular educational
investment must be shown to be equal or better than the return from investment
in other sectors. Since, however, these studies necessarily reflect the
peculiar qualitative as well as quantitative arrangements found in the country
of the study, cross-national generalization must be made with care.

This approach, while potentially valuable in understanding the contribu-
tions of educational institutions to development suffers both from certain
methodological difficulties and lack of necessary data. It is one thing to
say, for example, that earning power tends to increase with education. It
may be quite another thing to be able to measure the costs of schooling (in
terms of earnings foregone by the individual as well as buildings and instruc-
tion) and relate these to national productivity. Moreover, as some economists
have pointed out, market prices are poor indices of productivity for a group
(such as doctors) who tend to a monopoly position in the market. Finally,
cost-benefit studies,'unlike manpower studies which assume growth rates and
analyze their implications for manpower requirements at a future time, estimate
income data over an earning period but cannot legitimately be said to incor-

porate a study of linkages between education and development over time.1

lsome of the scholars who have wmade recent contributions to cost-benefit
studies include: Theodore W. Schultz who has produced many pertinent
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4. Another somewhat disparate group of studies might be formed by
inquiries which range in focus from examination of individual personality
and motivation to translation of grand social theory (such as that of
Talcott Parsons) into developmental terms. Few of these studies have
explicitly included education variables. David McClelland1 in his writings
on the achievement motive (.n achievement) finds that school curriculum and
appropriate teacher-student relationships can reinforce the child's need
for achievement; however, these are not a direct concern in his schema.

Danier Lerner2 concludes that the key to modernization is the development of
the "mobile personality" or "empathy." Empathy, the ability of a person to

see himself in another person's social role, is the product of many factors,
including literacy.

Concerned with a broad social theory of modernization, Karl Deutsch3
uses the term "social mobilization" to refer to '"an overall process of change,
which happens to substantial parts of the population in countries which are
moving from traditional to modern ways of life." 1In his extended formulation
of the concept and exploration of its measurement Deutsch identifies literacy
as one of the constituent processes but offers no explanation as to why educa-

tion is necessary to his model.

publications including "Investment in Human Capital,"” The American Economic
Review, 51 (1), March, 1961; William G. Bowen, Economic Aspects of Education,
Industrial Relations Section, Department of Economics, Princeton University,
1964; Gary S. Becker, "Investment in Human Capital: A Theoretical Analysis,"
Journal of Political Economy, 70 (5) Part 2, October, 1962; Selma J. Mushkin
(ed.) Economics of Higher Education, U.S. Department of Health, Education and
Welfare, Office of Education, 1962; and Hector Correa, The Economics of
Human Resources, Amsterdam: North Holland Publishing Company, 1963.

lpavid McClelland, op. cit.

2Daniel Lerner, The Passing of Traditional Society, New York: Free
Press, 1958.

3gar1 Deutsch, "Social Mobilization and Political Development," The
American Political Science Review, 55 (3), Sept., 1961.
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Some attention is currently being focused on a systems analysis approach
to the examination of educational policy questions in the developing nations.
However, little in the way of a detailed description of the application of this
approach to studies of development has thus far found its way into print.
Adams and Bjorkl have made a beginning attempt at the application of a
general social systems analysis by relating institutional change in education
to Talcott Parsons' theory of social structure. While this effort has been
refined in some unpublished work by Bjork, the utility of the Parsonian
model for viewing development and the validity of the interpretations of the
model with respect to educational change remain in question.

Hector Correa, in an unpublished paper,2 examines the concept of
balanced growth with respect to the inputc and the outputs of education and
the impinging societal forces. William Platt3 has schematically depicted
a simple input-output model of education as a contributor to development.
Although this model may have limited utility in assisting in the measurement
of the contributions of education, it does emphasize rather dramatically the
centrality of the productive function of education.

More technically defined, systems analysis uses simulation and model
building techniques employed for some years in the physical sciences, but
which 10w because of disciplinary advancements and computer technology have

become a valuable tool in the behavioral sciences. While the actual

1Donald K. Adams and Robert Bjork, '"Modernization as Affected by Govern-
mental and International Educational Influences: Japan," Chapter 16 in
Stewart T. Fraser (ed.), Governmental Policy and International Education,
New York: John Wiley and Sons, 1965,

2Hector Correa, "Balanced Educational Growth,'" mimeo.

3William J. Platt, Toward Strategies of Education, Stanford Research
Institute, Menlo Park, California, 1961, p. 14.
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techniques employed are complex, they may result in models usable to test
hypotheses about the real world or to test hypotheses about hypothetical
situations when real data are unavailable or their access costly.

Several economists have incorporated education into certain specific
economic concepts. The works of Theodore W. Schultz, W. Arthur Lewis, Gary
Becker, William G. Bowen, Burton A. Weisbiod, Mary Jean Bowman, and Harvey
Leibenstein particularly should be mentioned in this regard.1 Because the
zmphasis here is skewed somewhat toward the noneconomic factors of developument,
no attempt will be made to identify further the ideas and theories of these
scholars.

There are other studies,2 of which this is one, which are concerned with
the contribution of a nstional educational system or a structural level or
type (e.g., vocational, general, etc.) of education to the process of
development. The concern of these studies is not so much to measure educa-
tion's economic rate of return or to determine the proper adjustment of
schools to manpower needs as it is to learn more about the linkage of education
with other societal institutions and processes. Theoretical considerations
are, of course, vitally important, but the construction of theoretical models
or schema is not the end goal; rather, theory may act as an explicative and

as a reservoir of hypotheses,

1For annotated references to the pertinent publications of these scholars
see Joseph P. Farrell, A Bibliography on Educatiosn and Social Change in
Developing Areas, mimeo., Center for Development Education, Syracuse Univer-
sity, Syracuse, New York, 1964.

2A great number of "macro" and "micro" studies of education indirectly

contribute to an understanding of the developmental role of schools. Among
these are studies of education and social mobility, analyses of distribution
of schooling, identification of educational and occupational aspirations of
a population, etc. Indeed, even studies designed to increase our knowledge
of education as a social institution or as a socio-psychological process,
because of the insights they might offer into the teaching and learning acts,
indirectly assist students of development.
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This study takes as its basic concern the broad problem of education's
contribution to development. Implicit in this concern is the attempt to
seek more precise measurement of educational output and subsequently of
associations between education and other social variables. However,
preliminary to concentration on measurement problems, certain general probes
into the linkages between education and certain aspects of social and
individual change are attempted in order to further delineate, in keeping
with the definition of development to be employed, general ways in which
education may be affected by and in turn may support certain crucial
aspects of the development process. Such explorations also assist in
understanding which educational functions and which social variables warrant
attention in terms of more precise measurement and further associational
study.

A more specific analysis of the organization of this study is offered
later in this chapter. It is appropriate now, however, to describe briefly
the meaning of the terms which at the same time limit and focus efforts in

this study.
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Social Change

Social change may be defined in the most general terms as a complex
process-series (or series of phases) in which, however achieved, new roles
or new interrelations among roles emerge, with the consequence that signifi-
cant alterations in the social and cultural products of a society may be
identified. Among the major kinds of significant alteratlons are: the distri-
bution of power and responsibility on-public issues; norms of aspiration and
achievement; the content of widely accepted or crucial ideological patterns;
the level of meaningful frustration; the process of recruitment (replacement
or succession) to key roles. All of these types of consequences do not
necessarily result from a given process of social change., But this range of
consequences is likely if (1) resistances to specific innovations are weak
or are successfully removed, and (2) if sufficient time is allowed for the
ramification of derivative effects.

The dominant manner in which change proceeds can be shown to vary
considerably in history. For much of human social experience, change was

relatively gradual, based on chance discoveries of workable solutions to

practical problems of survivel and orgarization. In the last few millennia,
change by chance accumulation has been supplemented by conscious attempts to
alter or "improve" a technique or norm in a restricted area of human
experience (e.g., agricultural techniques, military formations or weapons,
monotheistic religion). This has been called '"change by independent
invention" in recognition of the fact that the intention is limited to change
in one sphere, without anticipating the adjustments (or maladjustments) that
emerge in related activities, Finally, change may be triggered by rational
intentions to obtain specific combinations or sequences of change through

(1) introducing appropriate innovations at crucial points and (2) anticipating



CHAPTER 1 13

the derivative consequences of these immovations. Essentially, this

wmechanism of change is planning, one manifestation of which is development

programs.

To make this general definition more explicit, the following dissection

of the sequence of phases and typical products may be considered:

Process or phase Typical product

Motivation to deviate
consistently.

1. Significant dissatisfaction with 1.
some rule, practice, c¢i condition.

2. Deviant technique, practice, or 2, Innovation or invention.
value as "experiment.,"

3. Diffusion or transmission to 3. Acceptance, rejection, neutral

other persons,

Competition between partly
validated innovation and
established practice.

General accepiance (or accept-
ance by strategic minority) of
innovation.

attitudes toward innovation.

Conflict, uncertainty,
marginality.

Institutionalized practice,
involving training in the uses
of the innovation.

Status uncertainty, mobiliity
opportunities and aspirations,
threat to established roles,
culture conflicts, lags, "social
problems."

6. Derivative effects of innovations 6.
on other related practices.

7. Attempted adjustment among 7. Centralization; power extension.

components of system.
8. Significant dissatisfaction and re-
tracing of above phases in sequence --

It is important to note that the products of social change (summarized
in phases 5-7) are not clearly visible in earlier phases, except as poten-
tialities. Consequently, this set of phases must be regarded as a
Each phase, it is hypothesized, has

probabilistic series of contingencies.

a measurable probability of (a) continuing in that state or (b) allowing
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the subsequent phases to occur. At any point, the process-series may come
to a protracted halt. FHowever, it is assumed that the probabilities of

attaining successive phases increase as the process advances to later phases.

Social Development

Because of the confusion in identifying the necessary ingredients in the
development prccess and because of the loose usage of terminology, it is
important to define the major technical terms being used and to clarify the
concept of social development. Many of the terms used can be best defined
within the context in which they will be found in subsequent chapters.
However, some general comments regarding the meaning of the terms employed
here can be made at this time.

In the literature on development one frequently reads of "economic and
social development" or "socio-economic development." Sometimes economic,
political and social are treated as the main three separate but reinforcing
processes by which a nation develops. Although each of these terms has been
used to cover different institutions and institutional functions, the use of
the word social has been particularly confusing. Sometimes it has been used
as Hans Singer does to refer to levels of living or the "quality of life."
Social development, by this definition, involves achiaving "better health,
better education, better nutrition, better housing, greater social security,
etc."!

In much of the United Nations literature the term social development is

used, as by Singer, to have social welfare connotations. The phrase

1Hans W. Singer, "Social Development: Key Growth Sector," International
Development Review, 7 (1) March, 1965, p. 5.
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wl gg repeatedly employed in United Nations

"essential levels of living
publications, although a wider definition of social developument referring
to "social structures, value systems and incentives" may also be found.

Raoul Naroll,2 in a significant exploratory study, constructed an index
of social development; however, he did not precisely define the term. To
Naroll social development includes the basic concepts of social evolution
and urbanization. He selected two indicators of social evolution (a craft
specialization indicator and an organizational ramification indicator) and
an indicator of urbanization. These indicators were used in the index.

Naroll calculated indices for 30 ethnic groups but did not attempt to apply
his method to any large scale, complex societies.

Frequently social is used in contradistinction to economic and social
development and has meant development other than economic -- at times including
at times excluding, political development. Even within this usage there is
obvious difficulty in having a boundary between "economic" and "social."

Some definitions of ecomomics3 are broad enough to include a variety of
cultural aspects. Certainly in recent years some economists -- although they

may have felt "some vague sense of discomfort"# -- have not been reluctant

1One UN source has identified nine major components of a satisfactory
index of levels of living: (1) health, (2) food consumption, (3) education,
(4) employment and conditions of work, (5) housing, (6) social security,
(7) clothing, (8) recreaticn, and (9) human freedoms. United Nations Publi-
cation E/CN.3/179-E/CN.5/299, New York: 1954.

2R,aoul Naroll, "A Preliminary Index of Social Development," American
Anthropologist, 58 (4), 1956,

3Note for example the definition of economics found in Lionel Robbins,
An Essay on the Nature and Significance of Economic Science, London:

Macmillaﬂ:_1940, p. 16. "The study of human behavior as a relationship
between a multiplicity of ends and scarce means that have alternative uses."

4Higgins, op. cit., p. 148,
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to consider attitudinal and even ideological factors in making their analyses
of the problems of economic development.

Social development will be used in this study to refer to one kind of
social change, namely that which is marked by emphasis on planning mech-
anisms to achieve desired types of complexity (see page 12 above).
Specifically, development involves the following characteristics:

1. specialization of tasks and roles becomes more complex;

2. recruitment to roles is largely achievement-oriented;

3. criteria of evaluating performance are rational (i.e., relatable

to specific, demonstrable goals);

4. the interrelation of roles through proper timing and coordination
is crucial;

5. conscious, and strategically contributed innovations are required
to continue the process of development toward some goal;

6. decision-making is pyramidal (i.e., there are various levels of
responsibility, with primary coordinating decisions made at the
topmost level);

7. anticipation of normal problems of resistance, coordination, etc.

At any point, the development process may come to a protracted halt.
However, it is hypothesized that the "momentum" probabilities of obtaining
successive phases increase as the process advances to later phases.

If the term development is used to mean changes in social structure
and individual attitudes, values and behavior as well as economic growth,
then it may be used (as is frequently done in this study for the sake of
brevity) as a substitute for social development.

Within the process of social development the focus here is on education,

not only in terms of the implications for education of various social
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processes of change but also in terms of the ways education may act to
reinforce, slow down or alter the whole process. Since education may be
conceived narrowly as formal schooling or most broadly, as behavior change,
some explanation of our use of the term is necessary. Generally, throughout
the study education is defined in its narrower sense, that is, of "going to
school and learning something." Particularly this is true ia those chapters
concerned with measuring educational output. 1In the earlier chaptars where
the concern is with certain major aspects of social change, education at
times includes the acquisition of a new knowledge and attitudes in a non-
school setting. Whenever a broader meaning is given to the term, however,
it will be made clear within the context used.

Focusing on education creates a danger, of course, of over-stating the
contributions and therefore the importance of this "favorite" institution.
A more subtle danger lies in confusing education as an initiating force for
development when it is rather a structural condition which accompanies the
process. This report is concerned both with identification of those educa-
tional changes which tend to accompany certain major social changes in the
development process and, to the extent possible, with measurement of the
effect of education on the social processes or institutions in question.
Due to the multiple causality and the general interrelatedness of social
processes, it is very difficult to determine, for example, whether a
particular educational or political policy is requisite to increased produc~
tivity in some sector of the economy. A related difficulty is the danger
of assuming that the skills and knowledge which form the school curriculum
are necessarily acquired through schooling. Being aware of the dangers
should help to avoid them but it is doubtful that awareness is always such

a guarantee.
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The study of development is, by definition, an examination of the
processes through which the varying types of underdeveloped or undeveloped
societies become consciously transformed into developed ones. Descriptively,
therefore, research into development is necessarily comparative in that it
arrays the developed against the varieties of underdeveloped. Essentially,
it is not the study of social change as such, but of that very specific kind
of change which describes the growth of "modern" institutions, social
procedures, styles, normative systems, and, possibly, ideologies. While it
is difficult to delineate a list of substantive ingredients of development
which is non-controversial, any discussion of ideological or political factors
is immediately open to criticism.

One of the clear implications of a broad social view of development is
that the development process is not unilineal. The impossibility of precise
duplication of the steps in modernization is not merely because no two
sécieties are the same, or that no two are ever caught up in the process when
the world state of ideology and technology is the same.1 Those factors, plus
historical accidents, leadership-followership relations, and so forth, all
inevitably complicate the patterns of such change. Another reason -- and
one that permits the consideration of contrast and similarity together, and
thus begin to order the cases -- is that there are several types of under-
developed societies, and that the members of each societal category will
respond to the pressures for development in ways very different from other
types of societies. The dichotomous splitting of the world into "modern"

and "traditional" camps is thus impractically crude, for countries as

1This does not, of course, alter the fact that some changes usually
precede other changes, e.g. a certain development of infrastructure is
required to support a developed economy.
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different as Portugal, India, and Tanzania will thus find themselves in the
same category, and will still have to make room for Saudi tribesmen, Berbers,
and Central American Maya villagers. No empirical evidence suggests that
more complex orders of human organization must evolve out of less complex
ones through the historical "stages" of human community sometimes described
by anthropologists and historians. WNomadic tribes do not become semi-nomads,
evolve settled and isolated village cultures, blend into‘over-arching feudal
pitterns, develop into mercantilistic town cultures, and then have their
French Revolution before they become modern.

What is suggested in the above paragraph is a way to begin ordering
types of communities so that interactions among them can be measured. Thus
the study of development is transformed ngt into a gross analysis of how
traditional persons become integrated into contemporary industrial society,
but rather an exploration of the varying ways in which tribesmen may be
affected, for example, or the patterns of accommodation to various facets
of modern organization which a Hispanic traditional society may evolve. 1In
addition the researcher becomes sensitized to the differences between the
acculturation of an isolated village to a Mediterranean traditional culture,
and its acculturation to a modern industrial urban center,

This study is not the place for an elaboration of this "theory" and
discussion of the criteria by which societies could be so ordered, A brief
explanation has been offered merely to clarify the concept of social
development, to justify the emphasis on comparative analysis and to emphasize
the tentativeness of generalizations which may be made. A "picture" of a
developed society should be of further help in examining the ramifications

of the meaning of development used here.



CHAPTER 1 20

Identifying Features of the Developed Society: An Ideal-Typical Approach

A developed society1 is a form of human community characterized by an
industrial life style, a complex and interlaced occupational and social
structure, and the routinized public procedures of a universally participant
polity which permit the forms of social organization to change qualitatively
without institutional discontinuity. This definition is "ideal" in the sense
that no real case will conform exactly to its standards. It also is intended
to indicate how economic, cultural, and political factors may be synthesized,
and to imply an operational test -- the ability tc change social forms and
procedures without breakdown.

To begin the elaboration of this definition an analytical examination
of its elements may be made. '"Industrial life style" does not necessarily
mean that a national economy must boast of the physical presence of an
industrial plant (as Denmark does not), but rather it must be characterized
by a particular set of relations between the economy and the individual
(both as producef and consumer). TLabor relations must be contractual and
impersonal, the occupational structure highly articulated, and access to
consumers' goods so widespread as to permit all sectors of the population
to share in the fruits of the "industrial infrastructure" -- power, com~
munications, transportation, and the like. At the root of the smooth
functioning of these economic relations is the existence of a "marketplace':
a set of functional relations in which all attributes of the actors are

held in abeyance except for their possession of the recognized currency,

lgince a developed society is still a developing society this is a
definition as of now. Tomorrow a new definition may be demanded. It should
algo be emphasized that this definition prescribes the what but not the how
{method) of development.
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and where they may exchange and influence the distribution of goods and
services without reference to any factor except their possession of that
currency.

Because a racionalized and industrialized economic structure seeks to
maximize productivity, the "currency" of the actors in such a marketplace is
a function of individual ability and not of such ascriptive "accidents" as
family or race. The role of education in the development process is often
introduced at this point as a means of raising individual competence to
increase productivity. The way in which such individuals are laced into
economic structure, however, is the result of merit measures impersonally
administered or, conversely, of such ascriptive criteria as family, friends,
influence, appearance, race, and so on. The effects of formal education, at
least at the lower levels of schooling, on the economic institution can be
meaningfully discussed only in terms of the forms and social meanings of the
patterns of access afforded the individual.

The most crucial feature of the social structure of a developed society
is the kind of relationships existing among the several social layers. The
class position of an individual is determined by assessing the composite of
economic power (e.g., income, occupation, ability to command the labor of
others, ability to command goods on the market), "social" power (e.g., status,
style leadership, deference patterns), and political power (ranging from
overt leadership to tacit acceptance). In developed societies individuals
can project themselves psychologically across class lines,1 they are afforded
standardized and recognized mobility channels, and the mobility may occur

through any of the economic or noneconomic routes even though subjective

1see the notion of empathy in Daniel Lerner's The Passing of Traditional
Society, op. cit.
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criteria of status are always the slowest to change. No single group
maintains a monopoly on the various aspects of power and, as in the case
of the economic sphere, merit is recognized as the primary measure for
mobility. Again, as in the case of the economic structure, the society
provides the institutions to permit the individual to realize his poten-
tialities and reveals to him the mechanisms through which he can make his
continuing adjustments,

The nation-state is the institutional vessel through which the modern
polity expresses itself.1 The nation-state describes the boundaries of
community, it orders conflict among individuals and social orders by
reserving to itself the ultimate settlement of dispute. 1In the accomplish-
ment of these functions the nation-state depends upon legitimacy deriving
from a national consensus that law should be treated as absolute within the
larger acceptance of its transitory and thus relative nature, and that
equality before the law is to be defined first as an attribute of citizen-
ship, and second as an attribute of membership in given, '"reasonably"
determined categories. The "political marketplace," so to speak, is thus
a function controlled by the currency of opinion about the uses and distri-
bution of power, and the standard that supports that currency is citizenship
in the nation and loyalty to (or confidence in) that nation.

With respect to economic affairs, the developed polity formalizes
the relationships among the actors involved and, where appropriate, the
organizations through which they operate. 1In addition, through its

assumption of primary responsibility for training and education, it provides

1This statement does not imply that international participation is not
a requirement of development. Political and cultural, as well as economic,
considerations demand such participation.
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the basic conditions necessary for creating and varying competences demanded
by a highly articulated economy, and establishes the merit basis for personnel
selection.

With respect to social structure the developed polity does not erase
conflict betwzen interest groups, but rather forces it into supra-class
and supra-interest channels for the ultimate resolution of confiict. The
modern nation-state thus systematizes the high degree of differentiation and
variation prompted by and necessary to highly specialized (and thus poten-
tially highly productive) modern organization.

Political development is an important component of social development --
even considered by some social scientists to be a prerequisite to economic
growth and planned social change. James Coleman gives the following defini-
tion of political development.

. . . the acquisition by a political system of a

consciously sought, and qualitatively new and enhanced,

political capacity as manifested in the successful

institutionalization of (1) new patierns of integration

regulating and centaining the tensions and conflicts

produced by increased differentiation, and {2) new patterns

of participation and resource distribution adequately

responsive tg the demands generated by the imperatives

of equality.
The emphasis on '"mew patterns of integration' and “new patterns of participa-
tion" is perhaps quite standard in the definitions of most political
scientists. Coleman, himself, in describing the "modern participatory
state' identifies two possible models -- the totalitarian and the democratic.
His preference for the latter is obvious and he finds the democratic model

more viable for the modern world; that is, he believes that a democratic

polity is a better vehicle for bringing about and sustaining development.

ljames Coleman (ed.), Education and Political Development, Princeton,
N.J.: Princeton University Press, 1965, p. 15.
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/

Ward and Rustow are more cautious; whereas they emphasize that developed
polities are characterized by widespread interest and involvement they do
not argue that political development necessarily implies democratic decision-
making. Indeed, in commenting on the communist belief that all societies
move along a single path toward one preordained goal, these authors conclude
that "this artless and simplistic notion does not gain in validity as we
change the sign at the finish line from 'Communism’ to 'Democracy.'"1
Value and ideological systems support these economic, political and
other social orders. Although developed societies can incorporate a variety
of value systems, these normative constructions tend to be relativistic,
secularist in respect to public affairs, and pragmatic. Thus they maintain
the workings of the institutions described above. Perhaps more significantly,

they operate at the level of individual belief in such a way as to cause the

participant member of the modern nation to adjust himself by anticipation to

changes elsewhere in the society. In addition, the value structures which
legitimize the activities within the developed society also reinforce that
initial cession (or creation) of public power by increasing the rate of
anticipatory obedience to law and decreasing the necessity for the employment
of overt enforcement. This syndrome makes predictable and effective the
interplay between short-term legal absoluteness and long-term social
relativism and pragmatism; in short, it makes possible the interplay between

continuity and change.

lRobert E. Ward and D. A. Rustow (eds.), Political Modernization in
Japan and Turkey, Princeton, N.J.: Princeton University Press, 1964, p. 5.
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The Asymmetry of Development

To say that "real-type" human situations can never conform to "ideal-
type" definitions is but to say that all human organization is asymmetrical
when contrasted with rationally self-consistent theoretical models. The
structuring of this fact of asymmetry (or asynchrorous development, as the
phenomenon is sometimes called) is of crucial importance in discussing the
nature and patterning of change, as well as the playing out of social
structural differences and their effect on patterns of conflict and
conciliation,

Asymmetry in developed, as contrasted with underdeveloped, societies
has differing effects on the social process for two primary reasons:

(1) in developing societies the spread of types of human communities, value
systems, ideologies, and behavior traits is invariably wider than in developed
countries; and (2) the lack of definition or objective weakness of super-
ordinate groupé in pre-national situations is such as to lessen possibilities
for the imposition of common behavior patterns on individuals despite value
and other differences. A few of the categories of asymmetry, in exemplifi-
cation of the first point, can be suggested as follows:

a. The coexistence of differing kinds of human communities, as already
mentioned. (Brazil is one of the more obvious cases.)

b. The coexistence of class and caste systems (especially where there
is ethnic differentiation, as in Latin America's Indian countries).

c. The coexistence of antagonistic "world views," as in the national-
istic and relativistic stance of the "modern" man as opposed to the
hierarchical and organically unitary view of Mediterranean "feudal" tradi-
tions, or the face-to-face familistic orientation of the villager, and so

forth.
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d. The coexistence of mutually opposed ideologies; to build on previous
examples, the "modern" man may espouse secularistic and relativistic schools
of thought ranging from classical Liberalism to the standard European
parties of the left. On the other hand, the "traditional" tends toward
equally classical Mediterranean "Conservatism' (all is as it is because
matters morally must and should be as they are) or toward hierarchical
corporatist forms; and village-bound pre-literates unaffected by outside
ideological influences tend toward non-intellectual and usually short-term
divisions associated with personality difference, family and inter-familial
conflict, and the like.

e. Class structure in situations of high physical and occupational
mobility also reveals unevenness: heightened economic power (in terms of
income and job prestige) commonly is not easily matched in terms of cor-
relative increases in social status and political power. Often the road to
economic advance is political mobility, while high social status tends to
impede drastic drops in economic and political power.

f. Confusion between expected behavior and implicit value and
explicit ideological commitments also occurs commonly. For example, persons
of traditional values may occupy professions in which impersonal and semi-
scientific behavior is expected, and where most co-workers evince 'ideologies
of a generally modern cast. Conversely, persons of "modern" persuasion may
be expected to meet the traditional standards of behavior associated with
political personalism, extended kinship systems, rigidly hierarchical and
particularistic administrative and social organization, ard so forth,

This diversity of structures, functions, and values thus affacts not

only the pseudo-"national" society of underdeveloped countries, but also
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operates within ostensibly homogeneous sub-national cultural groupings to
influence the meaning of class and other associations. In addition, of
course, this diversity affects the individual himself by setting up contra-
dictory patterns between his belief systems and his behavior within his scveral
reference groups. The obvious social result is to impede consensus and the
consequent legitimation of a single, coherent series of institutions, and
thus to inhibit the generation of the public power which otherwise might
permit the employment of massive force to impose a certain minimum compliance
with modernizing behavioral norms, despite opposing belief systems. That is,
the result of these asymmetries is the second point mentioned above, the
objective weakness of superordinate groups. Even though these groups may
have a very high level of relative strength, especially because of an absence
of adequate checks on their area of decision-making, they necessarily lack
the objective power required to break through the resistances posed by the
absence of a single, national consensual group.

An example may make this point cleargr. In Brazil average per capita
income figures mean little for predictive purposes because the significance
of money varies from community to community -- from the aborigines of the
Amazon valley to the isolated villagers of the Valley and the Northeast to
the nomadic Guarani of the Chaco to the peons on the haciendas of the North-
east to the residents of the mercantilistic service towns scattered throughout
the country and of the massive industrial urbanization of the Southeast. For
the same reason, austerity programs for inflation control work badly because
the government lacks the consensus required to impose taxes which would
supply the physical strength required to force compliance with generally
unpopular legislation. This approach also explains why the less socially

developed Latin American countries have the hardest currencies and are able
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to impose the strictest monetary controls: the small, visible upper group
shares a momnopoly of social, political, and'economic power, and is so
visible as to find it difficult to evade the laws of its own making. 1In
addition, this sector controls the export economy. So, the superordinate
group in such countries as Honduras and Nicaragua are a primitive
simulacrum of national community, while much more complex and developed
Brazil contains groups with many differing degrees of participation and

power which permits much greater effective resistance to law.

Focus of the Study

This chapter has attempted to describe -- without building a definitive
theoretical model -- social development and to clarify the meaning of terms
associated with the study of development.

Section II explores the interaction of education with certain social
and individual changes which ére a vital part of the development process.
More specifically this section is concerned with the linkages between
education and national integration, population change and urbanization.
Although the factor of social mobility cuts across several of the other
topics treated it is important enough to warrant separate attention.
Similarly, the problem of building behavioral patterns supportive of
development receives special treatment. The topics in Section II thus
are "big" topics and their analysis here is obviously not meant to be
exhaustive,

Section III attempts to get to the heart of the problem of measuring
educational and social development. First a critique is offered of some
of the major cross national studies which use quantifiable indicators of

development. Secondly, two refined measures of educational output -- both
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still undergoing modification -- are described and evaluated. Finally,
exploratory use is made of scaling techniques in the study of the structural
dimension of educational development.

Yet refined measures of educational output are but a starting point,
for better measures of other significant social variables are also nzeded.
Given improved measures with which to work the crucial next step is that of
devising appropriate research and analytic techniques to more precisely link _
educational changes to other social changes. The final chapter summarizes
the progress made in this study toward a solution of these problems and
suggests a direction for additional research.

While one of the purposes of this study is to provide insights of value
to educational planners and policy-makers, little attention is given to the
mechanisms of educational planning as such. For example, no attempt is made
to identify or analyze the problems of integrating educational plans with
national development plans. Nor is space devoted to the critical technical,
intra-planning problems related to making demographic projections, analyzing
manpower requirements, assessing rates of educational wastage and dropout,
figuring cost estimates and so on.1 It is not that these are regarded as
unimportant problems; they obviously are important. However, the concerns
of this study are more fundamental, namely: to add substantive insights
regarding the participation of formal education in the development process

and to improve upon current methods of measuring this participation.

1For introduction to the problems and techniques of educational
planning see UNESCO Economic and Social Aspects of Educational Planning,
op. cit., and Don Adams (ed.), Educational Planning, Syracuse University,
1964.
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EXPLORATIONS IN EDUCATION AND SOCIAL CHANGE



CHAPTER 2
EDUCATION AND SOCIAL MOBILITY

 In this chapter particular attention will be given to the meaning of
social mobility, its role in social development, its dependence upon
education, and its promotion} Development, social mobility and education
have been given considerable attention in current analysis, for they sup~
posedly are among the most urgent goals of all nations. Unfortunately
such core concepts tend to have a sponge effect, absorbing a number of ideas
which are not always relevant. On the other hand, for many purposes it is
not necessary to pin-point technical definitions because these concepts are
multi-dimensional in content and implication; they, therefore, may be useful
even though they are imperfectly specified and the basic processes involved
are only broadly sketched.

Accordingly, this chapter begins with some general statements concern-
ing social mobility and education and then proceeds to suggest that the
nature and level of interrelationship among these variables are not constant.
This conclusion confounds policies whose prime purpose subsumes multiple
objectives and which assume that change of any variable produces near-
equivalent change in the others. Moving from prose to "hard" data, an

analysis of various dimensions of social mobility in two centers of an

lproblems in the interpretation of the concept of mobility as a theoret-
ical construct are discussed in Melvin M. Tumin and Arnold §S. Feldman,
"Theory and Measurement of Occupational Mobility," American Sociological
Review, 22 (June, 1957), pp. 281-288; S. M. Miller, '"The Concept of Mobility,"
Social Problems, 3 (October, 1955), pp. 65-73; Charles F. Westcoff, Marvin
Bressler and Philip C. Sagi, "The Concept of Social Mobility: An Empirical
Inquiry," American Sociological Review, 25 (June, 1960), pp. 375-385.
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underdeveloped country will be presented.1 A central feature of this analysis
is its demonstration of the relationship between occupational status and
education. The final portion of the chapter emphasizes suggestions for

policy makers

The Processes of Social Mobility and Education

Social mobility. Mobility is a more multi-faceted concept than its

methodological treatment by sociologists would indicate. First, geographic
and social mobility cannot easily be separated. All of those who leave the
land and move into the city may not realize great increases in their income.
Nor do they necessarily change their occupational status to a great degree.
Further, they may even become unemployed, without the benefit of finding
refuge by returning to the farm; but their situation may change in other
ways, as in greater access to education and to the amenities of urban life.

Second, the broad (and frequently political) concern in social mobility
is often not with occupational change, but with mobility as it affects other
aspects of life. The focus may be on the development of citizeuship rights
and the emergence of new groups in the political structure. Groups which
are legally not allowed to work, to vote, or are not able to vote because of
certain circumstances, or lack of interest in voting, may become active and
forceful political influences. These are changes in social mobility, even
though they are not reflected in figures on occupational movement.

Third, contemporary sociological studies of social mobility measure
occupational movement in various ways, focusing on the prestige of occupa-

tions. Is a movement into a prufession of higher prestige, but of less

1Data are largely taken from two South American cities for purposes of
illustration and analysis.
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economic security, o. lower income, a gain for an individual who moved from
an occupation which stands lower on prestige but higher in other respects?
Occupational prestige, the most commonly used indicator, does not capture

all that is vital about occupational change. Since, however, it is a

relatively amenable, broad-ranging indicator, occupational prestige is widely

used,
At least three different time aspects are involved in mobility studies,

The first is intergenerational mobility in which the occupations of fathers

and sons are compared. Has the son advanced in occupational level, as
compared to the occupational level of his father?

A second focus in the study of mobility is intragenerational mobility,

the occupational movement of an individual throughout his career. 1In this
case the concern is whether an individual who starts in the occupational
structure at one level has the opportunity to move to higher levels within
the occupational structure. The individual is the unit and he is compared
with himsel{ at different points in his career.

A third approach is that of ‘stratum mobility, in which the concern is

not the fate of the individuals, but the fate of occupational and social
groups. Has the relative position of the group improved? For example, are
farm workers now doing better economically, politically, and socially
relative to urban workers? Have skilled workers as a group improved their
relative standing in society? These questions are phrased to elicit infor-
mation on changes in the position of a group or stratum rather than with the
possibilities of upward or downward mobility of a given individual within
them,

Social mobility may be a result of economic growth and may contribute

to it by providing the personnel needed for particular occupations. The
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prospect of high rates of mobility may provide incentive for hard work,
investment and risk. But social mobility may be a goal of development in
its cwn right. The objective may be a society of greater equality of oppor-
tunity than exists in traditional societies and the assessment of 'progress"
may irclude an evaluation of the occupational possibilities of individuals
born in different strata of the society. The attainment of high rates of
social mobility for those born in families of low economic or occupational
standing may be an important result of social justice, an important goal for
many nations in their development programs. Thus social mobility may not

be desired chiefly for its instrumental contribution to development but as

an independent goal.

Education. Three dimensions of education will be considered -- the level,
the kind znd the distribution. Some societies, as they attempt to indus-
trialize, emphasize expanding university education. Other societies make
a different choice and expand primary education. Which level is chosen is
extraordinarily important for each level offers the economy a different
quality of worker. Further, each offers the society a different level of
awareness and each creates a different set of consumer needs. At what point
in its development is it desirable for a society to emphasize primary educa-
tion rather than secondary or university education? This is a problem that
a society has to face if it wishes to have a rational educational policy
instead of pursuing fads. These problems are not slight in underdeveloped
countries where resources for investment in education are very scarce, but
where such investments must be urgently undertaken.

The kind of education is also very significant. Here frequently the

choice is between stressing liberal (or general) or technical education.

2
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Technical ‘education often has been emphasized in current debate. But this
may be a temporary phenomenon as the non-economic functions of education
receive greater attention.

The distribution of education has independent importance since education
is a basis of social stratification. Who gets what and how much are political
and social as well as economic questions. Does the lower social stratum
have an opportunity to obtain secondary education, or does the expansion at
this level primarily benefit the already better-off? The distribution of
education shapes the society.

Other questions also need to be answered. For example, should educa-
tional opportunities be expanded in the cities or in the rural areas? Should
there be an attempt to have a general advance throughout the society, or
should education be localized in particular regions? These are all issues
of great importance in educational planning and cannot be answered solely
in terms of economic criteria. Decisions about these questions cannot be
considered apart from others which plague societies as they strive to develop.
No policy is universally useful. For these reasons, it is important for
developing societies to ask where they are, where they wish to go, and what

they are willing to sacrifice.

The Role of Social Mobility in Development

Social mobility is said to be related to economic development in at

2

least two ways. Schumpeter,1 Hagen” and other social scientists have held

1Joseph Schumpeter, Theory of Economic Development, Cambridge: Harvard
University Press, 1961.

2Everett E. Hagen, "An Analytical Model of the Transition of Economic
Growth," M,I.T., CIS (Document C/57-12). Kingsley Davis has placed strong
stress on the central role of social mobility in economic development. See
his "The Role of Class Mobility in Economic Development, Population Studies,
6, July 1962,

o7
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that upward mobility into elite classes is necessary for economic development.
While this position is increasingly accepted, it overlooks the importance

of downward mobility into middle and manual classes. Data from economically
developed countries reveal that high rates of downward mobility occur in
advanced societies.! Moreover, as will be seen in this chapter, it is quite
possible that low-income countries do have mobility patterns which conform

to those which have been discovered in high-income nations.

This observation suggests that it is time for a transition in thinking
about the relationship between social mobility and development. It is neces-
sary to move from a general concept of social mobility to specific patterns
and directions of movements; and, ultimately, an attempt must be made to
determine which optimal rates and patterns of social mobility are most
conducive to what form of development.

Social mobility may promote economic development indirectly through its
impact on the operation of other subsystems of a society, in particular the

2 These other subsystems may influence the development of

political system,
the nation as a whole. Thus, through upward mobility, talent for political
leadership is obtained from the lower classes, greater political commitment
and participation may be forthcoming from poor but aspiring groups, rights

of citizenship may become more diffused in the society, making new coalitions

possible, and so on.

ls. M. Miller, "Comparative Social Mobility: A Trend Report and
Bibliography," Current Sociology, 9 (1960), p. 34.

ZSome broad ideas of the relationship between social mobility and
political development is given in Gustavo Lagos, International Stratifica-
tion and Underdeveloped Countries, Chapel Hill: University of North Carolina,
1963; and in Myron Weiner, The Politics of Scarcity, Chicago: The University
of Chicago Press, 1962.

"
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Opportunities for upward mobility may also be important in the fostering
of an "attitude toward development." The simple suggestion is that people
would be willing to work hard if: (1) there were a chance to improve their
status and (2) if those of high status risked loss when they failed to work
hard.

Social mobility can also be a negative factor in development. High rates
of social mobility can lead to the heterogeneity of social classes; that is,
a social class might be created of individuals whose social origins were
quite varied. The result could be a lack of '"consciousness of kind'" which
might jeopardize commitment to the role of the class in the development of
the nation.1

Further, social mobility can produce frustrated individuals. Thus,
citizens may obtain the right to vote but be deliberately prevented from
exercising that right; or they may be permitted to exercise the franchise
only to discover that their votes may be uncounted, under-counted, or mis-
counted. Similarly, individuals may undergo the expense and unpleasantness
of preparing for an occupation from which they are then barred on the basis
of their social origin.

These poinzs all lead back to the basic theme: It is time for a
transition in thinking from considerations of social mobility in general to
specific patterns and ultimately to optimal rates.

Social mobility, then, is no panacea for development, or for political

and social stability. Nevertheless, it is a much treasured value in itself.

lsome evidence in support of this contention may be obtained from
findings that the less social mobility a worker has experienced, the more
likely he is to participate actively in his trade union. See Arnold Tannen-
baum and Robert Kahn, Participation in Union Locals, Evanston, Ill: Row,
Peterson, 1958, pp. 142-148.

)\
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The concern for social justice and equality of opportunity as well as the

degsire for higher per capita income underly the pressure for development.

Patterns of Social Mobility in Brazil

Mobility data are available for only some of the South American nations,
and in these cases the information relates to a particular city, rather than
to the entire nation. The fragmentary data available permit only a limited
range of analysis, not a basis for a definitive assessment of mobility and
educational patterns. The data used here concern intergenerational occupa-
tional mobility in Buenos Aires, Argentina, snd Rio de Janeiro and Sao
Paulo in Brazil.

The three dimensions of mobility -- economic, social, and political --
do not necessarily advance jointly. A group may advance in terms of income
without advancing in relative prestige standing or without reducing the
social distance between it and other social groups. A social and economic
advance may not be accompanied by the expansion of citizenship rights and
political participation. 1Indeed, it is frequently found that the most
revolutionary group in a society is one which has advanced economically or
socially but has not had an equal advance politically in terms of citizen-
ship rights or group acceptability, Therefore, as stated earlier, it is
necessary to identify the nature of the social mobility to be investigated,
since many different (and disconnected) aspects of mobility occur in the
process of development. A nation may choose to emphasize ome aspect over
another,

In order to use available data, heroic assumptions must be made. For
example, nonmanual employment is treated as superior in skill, income and

prestige to manual employment. But this is frequently untrue. Further
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assumptions are that individuals accurately report their own and their
fathers' occupation and education and that societies are '"closed" so that
there is no migration or immigration. Conclusions from these data then
must be treated as very tentative and suggestive, but they may nevertheless
be instructive.

As will be seen, important variations exist among these cities. Condi-
tions in the countryside probably contrast even more sharply. The 'national
pattern" of mobility is made up of these sub-patterns, but conditions vary
among urban and rural areas and among and within cities. It might there-
fore be misleading to think in terms of a national aggregate pattern even

if mobiliiy data were available for the nation as a whole.

The occupational distribution. Perhaps the single most informative

indicator of the contours of a society is its occupational distribution,
showing the percentage of the population involved in various occupations.
The occupational distribution reveals what kind of economic activities are
important, how people spend their work time, what some of the significant
changes in society are, and what prominent social and economic groups are
present in the scociety.

As development takes place, a shift toward skilled occupations is
expected. For the most part this shift is revealed in the data of Table 1.
In this table the occupational distributions of Rio de Janeiro and Sao
Paulo at different times are presented, using the data for fathers' and
sons' occupations. While these figures differ from the actual distribu-
tions of an earlier period, they can be taken as a reasonable estimate of the

occupational distribution of 30 years ago.
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CHAPTER 2
TABLE 1
DISTRIBUTION OF THE LABOR FORCE
IN FATHERS' AND SONS' GENERATIONS
(In percentages)
Rio de Janeiro, 1958-1962 | Sao Paulo, 1960
Occupations Fathers Sons 1 Fathers Sons
(1) (2) (3) ' (4) (5)

1

I. Professional and '
administrative 3.8 4.6 ! 5.9 6.8

]

II. Managerial and 1
executive 2.5 4.2 ' 5.7 10.2

1

III. Upper-grade 1
white collar 6.5 13.8 ' 12.8 17.8

1

IV. Lower-grade '
white collar 16.6 15.0 ! 20.5 17.7

?

V. Skilled manual and '
routine ron-manual 25.7 31.7 ! 23,1 33.4

1]

VI. Semi-skilled and !
unskilled manual 44,9 30.6 ! 32.0 14.0

L

1
TOTALS 100.0 99.9 ! 100.0 99.9

L

Note: Details may not add up to 100 percent because of rounding errors.

Source: Data made available by Bertram Hutchrson, Centro Latino=-Americano
de Pesquisas em Ciencias Sociais, Rio de Janeiro.

Ho
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The differences in occupational distribution between the two generations
are both the results and the causes of social mobility. 1In succeeding tables
an attempt will be made to uncover the complicated role of social mobility
in the changing occupational distribution.

The most striking finding in Table 1 is the decline of the percentage
of the labor force in the bottom-most category, the semi-skilled and
unskilled manual stratum. In the fathers' generation in Rio, this group
consituted well over four-tenths (44.9 percent) of the labor force, dropping
to three-tenths (30.6 percent) in the sons' generation. In Sao Paulo, the
drop was even more dramatic, from almost a third (32.0 percent) to less than
a seventh (14.0 percent),

The shift to a greater preponderance of the labor force in the upper
occupational groups is very noticeable. In both cities the relative size
of the managerial and executive category was doubled. The upper-grade
white-collar group also showed a decisive percentage increase; in Rio, this
category doubled in relative importance. The skilled manual and routine non-
manual also made sharp gains, though not as much as other expanding categories.

The lower-grade white-collar group is the only group, other than the
semi-skilled and unskilled manual, to show a relative decline., The decline
of the lower-grade white-collar group is indeed surprising since this is one
of the groups expected to expand as economic growth occurs. If the upper-
and lower-grade white-collar categories are combined -- to remove the
possible effects of shifting definitions df the boundaries between the
two -- an increase is evident which is greater in Rio de Janeiro than in
Sao Paulo. In Rio, the combined white-collar group increased from 22,1
percent to 28.8 percent and in Sao Paulo the increase was from 33.3 percent

to 35.5 percent. The slight Sao Paulo increase may be due to the already

U\
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high proportion of white-collar workers in the labor force during the

fathers' generation. In both societies, the change in the relative size

of the combined white-collar group is in the expected direction -- upwards.1
The general picture in both cities is a shift from less to more skilled

occupations in the labor force. The next concern is the extent to which

the increased number of higher-level positions were filled by the offspring

of those already at the higher levels of the occupational structure and the

extent to which these positions were filled by those born in less advantaged

families,

Mobility from stratum of origin. Table 2 reveals the percentage of

sons who are in occupational levels different from tihose of their fathers:
This movement out of the stratum of origin is termed "outflow." It is
generally said that political and economic development requires a high degree
of fluidity, of the movement of individuals born in one social category to
others. The data here confirm this contention.

The overall impression is of high outflow from all of the occupational
strata. Of the 12 cells for the two cities, only four were below 50 percent
and the percentages here were above 43 percent. These outflow figures are
very high. Moreover, this high outflow is observed even for categories
which were identified as growing rapidly in the sons' generation.

But the two cities differ in their pattern of outflow. In Rio de
Janeiro, 44.7 percent of the sons born of fathers in semi-skilled and
unskilled occupations left those strata. This was the lowest outflow from

any strata in that city. In Sao Paulo 65.7 percent moved out of the

1Further information on occupational mobility in Brazil may be obtained
from Bertram Hutchinson, "Urban Social Mobility Rates in Brazil Related to
Migration and Changing Occupational Structure," America Latina, VI, No. 3
(Julho~-Setembre de 1963), pp. 47-62.

v
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TABLE 2
TOTAL OUTFLOW FROM VARIOUS STRATA

(In percentages)

Occupations Rio de Janeiro Sao Paulo

I. Professional and
Administrative 53.6 43.1

II. Managerial and
Executive 62.0 58.3

III. Upper-grade
white collar 47.6 50.4

IV. Lower-grade
white collar 64.9 65.9

V. Skilled manual and
routine non-manual 48.2 53.2

VI. Semi-skilled and
unskilled manual 44.7 65.7

Source: See Table 1.

semi-skilled and unskilled group. Professional and administrative mobility
was, on the other hand, higher in Rio than in Sao Paulo. The differences
for other categories were not great.

The data presented in Table 2 also answer the question: In which cate-
gories do sons have highest inheritance of fathers' occupations? The lower
a percentage in Table 2 the higher the inheritance. From this perspective a
semi~skiiled and unskilled son was much better off in terms of opportunities
if he were born in Sao Paulo rather than in Rio de Janeiro; for his chances
of remaining in that category would have been less. Regional variations of

this kind are important in affecting the rates and patterns of mobility.



CHAPTER 2 14

Sons of professional and administrative workers were more secure in
Sao Paulo than in Rio, since 56.9 percent maintained their fathers' occupa-
tions in Sao Paulo and 46.3 percent in Rio de Janeiro.l The chances of not
falling out of the elite and of rising from the bottom of the occupational

ladder were distinctly better in Sao Paulo than in Rio.

The destinations of the mobile. As yet only the percentage of a par-

ticular stratum who were mobile has been discussed. Of great importance is
where did the mobile go -- did they find occupations different from or close
to those of their fathers?

Table 3 shows a high concentration of the mobile in categories
contiguous to that of their social origins. Most persons moved up or down
one level in both Rio de Janeiro and Sao Péulo. In Rio de Janeiro,

91 percent of all who left the managerial and executive category either fell
one step to upper-grade white-collar work (66 percent of them did this) or
rose one étep to the professional and administrative stratum (25 percent).
Very few (4.5 percent) fell into the skilled manual and routine nonmanual
category, and none into the lowest stratum of semi-skilled and unskilled
manual. At the other end of the social ladder, the short-range pattern of
mobility was also manifested. In Sao Paulo, 64 percent of those who left
the semi-skilled and unskilled stratum moved one step upwards to the skilled
and routine non-manual category. In general, those who are mobile do not
undergo big changes in social position. This has also been the experience

2
in highly industrialized societies.

IThe bottom and top-most categories are the most important to look at
in this perspective for the in-between categories could have either up or
down mobility so that the data of this table are inconclusive in terms of
relative advantage.

2¢f. 5. M. Miller, Comparative Social Mobility, op. cit., p. 4l.




TABLE 3

THE DESTINATION OF MOBILE SONS IN RIO DE JANEIRO AND IN SAO PAULO*

(In percentages)

Destinations
Occupational Qrigin i
- ¢9) (2) 3) (4) (3) (6) Total
I. Professional and 32.2 55.9 5.1 5.1 1.7 100
administrative -
48.0 40.0 12.0 0.0 C.0 100
II. Managerial and 25.0 65.9 4.5 4.5 0.0 100
executive -
40,0 45,7 3.6 5.7 0.0 100
I1I. Upper-grade 24.7 33.7 41.9 15.7 4.5 1C0
white collar -
19.4 23.9 21.3 23.9 1.5 100
IV. Lower-grade 7.0 8.9 34.2 5.0 100
white collar -
4,2 21.0 27.3 42,6 4.9 100
V. Skilled manual and 6.7 3.3 15.9 38.4 100
routine non-manual -
4.3 13.8 22.4 38.8 20.7 100
VI. Semi-skilled and 0.3 1.2 8.7 70.0 100
unskilled manual -
0.5 4,0 13.1 18.5 63.7 100

*Rio de Janeiro is given in upper right and Sao Paulo in lower left.

¢ Y4LdVHO
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This pattern means that the lower a stratum on the occupational ladder,
the smaller the proportion of its migrants to reach the top. Conversely, the
higher a stratum, the smaller the percentages of its ﬁigrants to reach the
bottom. An opaqueness in the social structure filters both upward and down-
ward mobility. 1In Rio de Janeiro, nearly 25 percent who left the upper-
grade white-collar stratum moved up into the professional and administrative
category. The percentage is almost exactly the same for those who moved
from the managerial and executive group into the professional and admin-
istrative stratum. But below strata II and III, a distinct break appears.
Oonly 7 percent of the lower white-collar workers reached the top stratum.
Skilled manual and routine.non-manual sons had a similar percentage. Less
than one out of 100 mobile semi-skilled and unskilled manual sons reached
the top stratum, and only about one out of 100 reached the managerial and
executive level, Obviously, the chance of movement into the top levels
varied greatly from strata to strata.

The concern with upward mobility should not obscure the importance of
downward movement. In the four strata where the risk of downward mobility
existed, downward mobility was pronounced.1 In Rio, 75 percent of the
mobility from the managerial and executive stratum was downward; for Sao
Paulo, the percentage was much lower (40 percent), but still substantial.
The mobile upper-grade white-collar sons experienced a high degree of down-
ward mobility both in Rio de Janeiro (about 42 percent) and in Sao Paulo

(about 57 percent).

1In tue case of Stratum I, all mobility is downward, while for
Stratum VI, all mobility is upward.
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The heterogeneity of strata. In Table 4 the data are not examined in

terms of outflow from a stratum but rather in terms of inflow into a stratum,
The concern is with the percentage of those in a stratum who were born in it
(homogeneity) or moved into it (heterogeneity). Outflow and inflow approaches
to understanding mobility have often been confused; they are complements
rather than substitutes because each requires a different organization of
the data and presents an entirely different perspective on mobility.1

The present outlook is that of inflow. Based on what has been
discovered in highly industrialized countries, it would be expected that a
higher degree of homogeneity exists in the lower strata.2 This expectation
is confirmed by the data.

The most compelling impression from Table 4 is the high degree of
heterogeneity in both cities for all but the bottom-most stratum. In both
Rio de Janeiro and Sao Paulo, the managerial and executive stratum is the

most heterogeneous =-- more than three of every four persons in this stratum

were born in other strata. While the managerial and executive stratum has

1Evelyn Waugh has given an amusing example of the differences in
perspectives. According to him, the English working classes contend, quite
rightly, that a small percentage of their sons enter the elite positions of
British society. The British elite contend that they are inundated by
persons from low status families. Both situations can occur simultaneously.
A small percentage may move from the large number of working classes families,
but as they enter a very much smaller number of elite positions, they may
constitute a sizeable percentage of the elite. From the point of view of
working~class outflow, a low proportion have made the jump from cloth cap
to top hat; from the perspective of elite inflow, they are a large percentage
of all the elite.

2This finding has been observed in two previous studies. Cf. Herrington
J. Bryce, S. M. Miller and Thomas Fox, '"The Heterogeneity of Social Classes
in Industrial Societies: A Study in Social Mobility," (Paper presented at
the Spring Meetings of the Eastern Sociological Association, New York City,
April, 1963, mimeographed); and Thomas Fox and S. M. Miller, "Intra-Country
Variations: Occupational Stratification and Mobility," in Richard L. Merritt
and Stein Rokkan (eds.), Comparing Nations, New Haven, Conn: Yale University
Press, 1966,

Y
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TABLE 4
TOTAL INFLOW INTO VARIOUS STRATA

(In percentages)

Occupational
Classes Rio de Janeiro Sao Paulo
(1) (2) (3)

I. Professional and
administrative 61.4 54.2

II. Managerial and
executive 78.0 85.2

I1I. Upper-grade
white collar 75.4 63.8

IV. Lower-grade
white collar 61.2 60.4

V. Skilled manual and
routine nonmanual 58.1 _ 62.6

VI. Semi-skilled and
unskilled manual 18.9 21.6

Source: See Table 1.

the highest level of inflow, all the others (except the unskilled and semi-
skilled) have over 50 percent inflow mobility. This finding suggests that
achievement criteria and opportunities may be of greater importance for
the managerial and executive stratum than for others.

Four out of five semi-skilled and unskilled manual workers were born
in similarly placed families. The declining relative importance of this
stratum (see Table 1) has meant that comparatively few have been recruited

from higher-level families. The similarity of social background in this
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stratum compared to higher strata may encourage a stratum solidarity beyond
that of the more heterogeneous higher-level strata.1

Table 4 has indicated the overall importance of new persons in each
stratum, but it has not revealed the location in the occupational structure
from which the in-mobiles came. Table 5 presents these details, showing the
percentage of the new entrants who came from each of the various strata.

As would be expected, the distribution of newcomers is not even.
Paralleling the experience of outflow, those entering a stratum, with the
exception of the Rio de Janeiro professional and administrative and the
Sao Paulo managerial and executive strata, are most likely to be from the
adjacent or next-to-adjacent strata. As a result, the semi-skilled and
unskilled manual sons form a small percentage of the professional and admin-
istrative and managerial and executive groups. In turn, the latter two
strata furnish even a smaller share of the newcomers to the bottom three
strata: Nearly 80 percent of all newcomers to the semi-skilled and unskilled
manual stratum came from the skilled manual and routine nonmanual group.

What is most surprising and impressive about the information given in
the table is that almost 30 percent of the new professional and administrative
stratum in Rio de Janeiro originated in the skilled manual and routine non-
manual stratum. In Sao Paulo, slightly more than 30 percent of managerial
and executive workers were born in the bottom two categories. The importance
of low-born sons in high status positions is demonstrated in both cities --

emphasizing the role of upward mobility.

1The evidence on this point is conflicting. It may be that the most
radical of the bottom stratum are those who have been downwardly mobile.
The combination of a sizeable slice (one-fifth who are downwardly mobile)
with a large group that may have developed a consciousness of kind through
sharing of social position over two generations may be most likely to produce
a restless working class.
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TABLE 5

(In percentages)

VARIOUS STRATA IN RIO DE JANEIRO AND SAO PAULO*

¢ 441dVHD

Entrants from other occupational levels
Occupational category
(1) (2) (3) % ) (6) Total
I. Professional and 13.6 27.2 27.2 29. 2.5 100.1
administrative
35.9 33.3 15.4 12.8 2.6 100.0
II. Managerial and 19.8 31.2 29.2 12, 7.3 100.0
executive
14.5 19.3 36.1 19.3 10.8 100.0
III. Upper-grade 11.0 2.6 43.% 18, 16.9 99.9
white collar
.3 13.3 32.5 21.7 24.2 100.0
IV. lower-grade 1.1 0.7 7.1 47. 43,1 29.9
white collar
2,7 2.7 15.6 3¢2.8 36.3 100.1
V. Skilled manual and 0.6 0.4 2.6 20.0 76.4 100.0
routine non-manual
0.0 0.9 1.2 27,6 70.3 100.0
VI. Semi-skilled and 0.6 0.0 2.4 14.9 82. 100.0
unskilled manual
0.0 0.0 3.1 21.9 75.0 100.0
*Rio de Janeiro is given in upper right and Sao Paulo in lower left. For example, row I, cclumn

(2) chows that of all persons in professional and administrative work whose fathers were in some other
occupation 13.6 percent were sons of managers and executives in Rio de Janeiro as compared with

35.9 percent in Sao Paulo.
Note: Details may not add up to 100 percent because of rounding errors.

Sourca: Sece Table 1.
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The general pattern is for all strata to recruit the newcomers from
the strata below them rather than from strata above (with the excepticu,
of course, of the lowest strats which has most of its recruits from the
stratum immediately above). How this affects the difference between‘outflow
and inflow patterns is in part demonstrated by the professional and admin-
istrative category in Rio de Janeiro; 56 percent of all who left this

stratum terminated in upper-grade white-collar worlk (see Table 2) but they

accounted for less than 10 percent of all who entered the latter group.

Equality of mobility opportunity. If there were complete equality --

all sons had an equal chance to enter any other occupation -- the distribution
of each row should be as it is in the sons' columns of Table 2. Comparing
Table 2 and Table 5 reveals the inequality in the distribution of non-
inherited positions. Many more sons of lowly origins would be found in
upper level positions if these sons were equally represented. For example,

in Rio de Janeiro, unskilled and semi-skilled sons would constitute about

31 percent of those in the professional-administrative level, instead of

less than three percent. One exception to the under-representation of

the bottom two groups occurred: in the case of the Rio professional and
administrative stratum, where the skilled manual and routine nonmanual

category is represented as would be expected on the basis of its numbers.

Implications

What can be concluded from the data thus far? The patterns of occupa-
tional mobility in Brazil can hardly be held responsible for its relatively
limited development. These patterns conform generally with expectation
and the experience of developed countries, but as was noted at the outset,

social mobility is a multi-dimensional variable and in this study only the
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flow of persons among occupations has been isolated. Perhaps, it is also
time for exploring these other dimensions of mobility. How important are

they in development? How important is education in promoting mobility?

Education and mobility. As would be expected, education and occupa-

tional mobility (see Table 6) are related, but not tightly. 1In Sao Paulo,
the correlation between education and mobility is .38, a strong and
statistically significant correlation although not a very high one.1 The
data in Table 6 and their interpretation have to be treated carefully since
the three categories of '"higher," "lower" and "same' are quite varied
internally.

The significance of university education for mobility is revealed in
the finding that those with that level of education have the highest per-
centage who are in a higher strata than their fathers (just under 50 percent).
The university educated group also has the smallest percentage of down~
wardly mobile. Only about 12 percent of those who have university education
occupied positions lower than those to which their fathers belonged.

Because of the size of the category, those with primary education are
the majority in each row. To compare the importance of different levels
of education, the column percentages have to be examined. Here, it is
revealed that those with primary education are more likely to be upwardly
mobile than those with secondary education and are less likely to be down-
wardly mobile than those with secondary education. While in the categories

of both university and primary education the number of upwardly mobile is

1This statistic, Guttman's coefficient of predictability, is used for
finding correlations among groups. See Linton C. Freeman, Elementary Applied
Statistics, New York: John Wiley & Sons, Inc., pp. 71-78.

g,'t«
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TABLE 6

23

EDUCATIONAL ATTAINMENT AND MOBILITY IN SAO PAULO, 1958-1959

Occupational Educational Attainment
Status of Son
Relative to Primary Secondary University TOTALS
Father
(1) (2) (3) (4) (5)
60,7 19.3 20.0 100.0
1. HIGHER (173) (55) (57) (285)
40.6 31.1 48.3
60.1 24.5 15,4 100.0
2. SAME (184) (75 47) (306)
43.2 42.4 39.8
53.1 36.2 10.8 100.1
3. LOWER ( 69) “n (14) (130)
16,2 26.6 11.9
ilO0.0 100.1 100.0
TOTALS
(426) 177) (118) (721)
X2 = 12.50; 4df; P <.02; D\ =38.4

Notes: (a) Details may not add up to 100 percent because of rounding errors.

(b) The absclute frequency in each cell is given in parentheses.

(c) The upper right figure in each cell of Table 6 gives the per-
centage of the row total (e.g. what percentage of those in
higher statuses than their fathers had a primary education).
The lower left figure in each cell tells of the distribution
of education by relative status (e.g., the percentage of
secondary school graduates who have positions lower than
their fathers).

Source: See Table 1.
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two or three times that of the downwardly mobile, the secondary education
category shows an almost equal amount of rising and falling mobility. If
these findings on secondary education are supported by later studies, they
suggest the precarious nature of this level éf education: apparently it is
not effective in providing a strong guarantee of upward movement nor is it
even capable of protecting middle-class sons against social descent.

On the other hand, the row showing all those in higher positions
indicates that roughly 61 percent of the upwardly mobile have primary
education. This result is not surprising since much of the upward mobility
came from the manual stratum. The finding does suggest, however, that for

at least short-range mobility, education may not be crucial.

Education and occupational status. Table 7 presents the educational

characteristics of individuals in a given occupation (the upper right of
rows) and the occupations of those of a given educational level (the lower
right of columns). The data refer only to Rio de Janeiro. Almost all
(92.6 percent) of those in professional and administrative occupations are
university graduates. It was the only occupation with such a dependence
upon a particular level of education for recruiting members. No one with
incomplete university education entered the professional and administrative
category, while 7.4 percent from lower levels of education did. This sug-
gests that the non-university members of the uppermost stratum are probably
older individuals who entered the occupations before educational credentials
gained theif present-day importance. The likelihood of entering this cate-
gory without a university degree in the future will be even smaller.

The managerial and executive level is much more educationally diverse

than the professional and administrative. While more than two out of five

%



TABLE 7

EDUCATION AND OCCUPATIONAL STATUS IN RIO DE JAFEIRO, 1963-1964
(In percentages)

Educational Attainment

Occupational No Formal Primary Primary Secondary |Secondary |[University |University | TOTAL
Status Education |[(Incomplete]} (Complete)|(Incomplete) (Complete) {Incomplete)|(Complete)
(1) (2) (3) (4) ) §9) (7 (8) (€))
I. Professional 1.1 0.0 0.0 4,2 2.1 0.0 22.6 100.0
and
Administrative 0.8 0.0 0.0 0.5 2.¢ 0.0 51,8
II. Managerial 0.0 0.8 3.0 28.6 26.3 5.3 36.1 100.1
and
Executive 0.0 0.2 1.0 8.4 27.: 41,2 8.6
I1I. Upper-Grade 0.0 5.5 13.4 20.7 47.0 3.1 10.3 100.0
white collar
0.0 3.9 10.1 32.5 42.¢ 52.9 17.°
IV. Lower-Grade 1.6 15.7 24 .4 8.5 46.3 0.4 0.0 299.9
white collar
2.4 11.1 15.4 27.3 15.0 5.9 0.0
V. Skilled manual 4.8 32.1 39.0 2.9 20.8 0.0 0.4 100.0
and routine
non-manual 21.0 40.2 52.4 25.8 10.7 0.0 1.2
VI. Semi-skilled 23.3 48.4 21.5 0.5 6.0 0.0 0.3 100.0
and unskilled
manual 74.8 44,6 21.1 5.5 1.4 0.0 0.6
TOTAL 100.0 100.0 100.0 100.0 100.0 100.0 100.0

o~

Yot

Note: Details may not add

Sourcc: Scee Table 1.

up to 100 percent because of rounding errors.
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persons at the former level (41.4 percent) were university graduates or
persons with some university education, over half (54.9 percent) were persons
with only secondary education. Those without a university education can
still become managers and executives, although those with primary education
or less have little chance to enter those occupations.

Upper-grade white-collar workers came predominantly from the secondary
level: 47.0 percent were secondary school graduates and 20.7 percent had
received some secondary education. Those with university education (13.6
percent) were somewhat fewer than those with primary education or less
(18.9 percent).

The lower-grade white-collar workers show the decreasing role of educa-
tion as the occupational leader is descended. While secondary school
graduates were in the same percentage as they were in the upper grade
workers category (about 47 percent), a much higher percentage (44.7 percent)
had primary education or less, and almost none had any university experience.
The lower-grade white-collar position is a mixed occupation with almost as
many coming from those with a primary education (or less) as from the ranks
of those with secondary education.

The skilled manual and routine nonmanual category drew 75.9 percent of
its personnel from among those with no more than primary education. Yet,
one out of five were secondary graduates, a revelation of the educational
diversity within the occupation.

Persons with little or no education formed most of the semi-skilled
and unskilled manual labor force: 93.2 percent had no more than a primary
education. Surprisingly, 6 percent had completed secondary school.

These data show that higher education is needed to enter the topmost

occupational level; secondary education to enter the next two (managerial

¢
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and executive, upper-grade and white-collar). While some (perhaps minimal)
education is important for the lower-grade white-collar, skilled manual, and
routine nonmanual occupations, its role clearly becomes less significant.

The column distribution indicates what happened to those who had
varying levels of education. Those without formal education entered manual
wovk (95.8 percent). Those with limited education had little or no chance
of making the top two categories but did find their ways to some extent
into the lower white-collar category and to much greater extent into the
bottom two categories. Those with some secondary education had less chance
than secondary graduates to enter the top two categories (8.9 percent to
30.0 percent). The major difference is in the greater movement of
secondary graduates into the upper-grade white-collar jobs. Those with
university education are concentrated in the top three categories.1

These data indicate that a low level of education does not completely
rule out a higher level occupation, but no formal education guarantees a
low position in the occupational structure. At the other extreme,

university education assures a fairly high position.

Some implications. A comparison of the findings in the last two tables

leads to the discovery that every level of education serves as a vehicle

for occupational mobility, although the role of secondary education is not
as clear as the role of university and primary education. If one may
generalize from the Brazilian case, this finding implies that underdeveloped
countries which simply wish to produce a lot of upward mobility may choose

between two extremes: (a) the most expensive extreme of university education,

1Further information on education and society in Brazil may be obtained
from Robert J. Havighurst and Robert Moreira, Society and Education in Brazil,
Pittsburgh,Pa: University of Pittsburgh Press, 1965, esp. pp. 95 - 112.
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or (b) the least expensive extreme of primary education. The rational choice
between these extremes must involve a deep consideration of the question,
what occupations does the nation wish people to enter. In short, educational
planning for making a social system fluid is likely to be wasteful unless
some decision concerning the "where-to-and-where-from" of persons governs
such planning.

Table 7 suggests that individuals generally enter the occupations which
best utilize the education they have received. The fact that there was not
100 percent conformity between the education of a worker and his occupation,
i.e., all persons with university education did not have employment in the
upper strata, hints at some waste in the utilization of human resources.

This waste can be reduced or become more tolerable if a few factors are taken
into account in planning for social mobility through education: (1) because

of bias and prejudices existing in the stratification system of all societies
some persons will be barred from certain occupations despite their educational
qualifications; (2) the process of choice of occupation is a complex one and
is not constrained completely by education because an individual takes into
account a number of other factors when choosing an occupation; and, (3) the
downward mobility of persons with university education is not all negative
because lower occupations often provide grooming for future success in

upper-level jobs.

Education and Social Qrigin in Argentina

The concern here is not only with the impact of education but also with
the question of who is receiving the education. Table 8 presents data from
Buenos Aires showing the decided impact of social origin on the educational

level that males achieve. The lower the occupational level of the father,
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TABLE 8
LEVEL OF EDUCATIONAL ATTAINMENT BY OCCUPATIONAL

CLASS OF FATHER, BUENOS AIRES, 1960-61

Educational Level Attained by Sons

Occupational Level

of Father Without | Priwmary |{Primary | Secondary | Percen-|Number
Education|Incomplete|Complete| Complete tage
or
Incomplete
I. Unskilled manual 7.0 49.9 33.4 2.7 100.0 | 341
II. Semi-skilled and 4.0 30.0 48.4 3.1 100.0 | 454
skilled manual
III. Lower white collar 4.2 24.9 41.6 6.7 100.0 | 382
IV. Middle white collar 0.0 12.5 40.4 13.2 100.0 | 136
V. Technical and 1.3 6.6 28.9 18.4 100.0 76
professional
VI. Medium size business- 3.7 19.0 28.2 19.0 100.0 | 216
men and free
professionals
VII. Large industrialists 0.0 0.0 3.3 50.0 100.0 30

and high officials

Source: Gino German, La Movilidad en la Argentina, Servicio de Documentacidn de

—— ar—————————————— —— S——

Sociologfa,PublicaciGn Interno No. 60, Instituto de Sociologfa, Facultad
de Filosofia y Letros Universidad de Buenos Aires, p. 29.
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the less the education of the son. (If such data were available by age
groups, the changes taking piace over time could also be observed.) Within
this pronounced trend, two findings are most pertinent: Category VI (medium-
size businessmen and free professionals) is less likely to have sons with
high education than most white-collar occupations; note, for example, the
22.7 percent with no education or incomplete primary education. The two
categories at che bottom of the social ladder (categories J and II) have

a small but noticeable number of sons who have managed to get some secondary
or university education (9.7 percent in category I and 17.6 percent in
category II).

The achievement. of an education is strongly linked to social class
in Buenos Aires and in South America in general. To what extent education
has an effect on occupational chances independent of family status has not
been determined. It may be, for example, that those born in upper-level
families are likely to have more high-level jobs, not because of their
education, but because of family influence. Data for other nations suggests
that clan status weathers the impact of education, i.e., of two individuals
with the same education the one of higher social origins is likely to have
a higher level occupation or to be at the higher level of the same occupa-
tion. A person of high social origins and low education may do as well as
a person of low origin and high education.

As education becomes more important in a society, the impact of social
origins as a force independent of education is likely to weaken. But the
speed and depth of its reduction are likely to be important political
issues. How can increasing equalization be assumed to flow automatically
from increas’.ig education? Increasing equality may have to be a deliberate

policy rather than a by-product of educational expansion.
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The Promotion of Social Mobility

Modes of increasing social mobility have been approached in two ways:
(1) structural and aggregative, and (2) familial and individual.

The structural approach emphasizes changing the opportunity and
incentives for large aggregates to be mobile. The effort here is to
increase the numbers who have the potential for mobility by expanding educa-
tional facilities ov through other types of broad-scale efforts. The
approach can be through increasing the necessity for individuals to be
mobile by increasing the demand for them in other occupations or through
increasing the supply of potentially mobile individuals.

A study has been wade which explored a multiplicity of variables that
may affect the rate of social mobility. These variables included national
product per capita, education, political stability, urbanizatior and motiva-

1 Education alone explained 80 percent of the variance in manual outflo

tion.
The higher the level of educational attainment by a nation, the lower the
amount of the downward mobility, and the higher the percentage of upward

movement.2 These findings are presented in Table 9 to demonstrate the

supreme importance of education in upward social mobility.

1Education was measured by primavy and secondary school pupils enrolled
as a percentage of population, aged 5-19; economic development was measured
as gross national product per capita; urbanization was measured as percentage
of population in localities 20,000 and over; moitivation was measured by
McClelland's index of achievement motivation: and political stability was
measured by Lipset's dichotcmy of stable and unstable democracies. The
countries included in the study were Denmark, Finland, France, Great
Britain, Hungary, Itely, Jzpan, the Netherlands, Norway, Sweden, the United
States and West Germany. J3ee Thomas G. Fox and S. M. Miller, "Economic,
Political and Social Deterninants of Mobility: An International Cross-
Sectional Analysis," Acta Sociologica, 1966.

2por an expression of strong skepticism regarding the ability of
education to play a key role in promoting vertical mobility, see: C. Axnold
Anderson, "A Skeptical Note on the Relation of Vertical Mobility to Educa-
tion," The American Journal of §pciologz, Vol. LXVI, No. 6, 19, May 1961.

t
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TABLE 9
MATRIX OF SIMPLE CORRELATIONS AMONG
MOBILE AND OTHER VARIABLES
Variables Xq X, X5 Xe X,
X, Manual Out:flow Mobility .569 .803 .503 417 451
X2 Nonmanual Qutilow -.270 -.149 .385 475 441
Mobility
X3 Gross National Product 1.00 571 .626 .372 487
Per Capita
X4 Primary and Secondary 1.00 .373 .593 444
Scheol Enrollment
Xs Political Stability 1.00 443 .192
Xg Population in Localities 1.00 .199
over 20,000
Xy Achievement Motivation 1.00

Source: Thomas G. Fox and S. M. Miller, "Economic, Political and Social

Determinants of Mobility: An International Cross-Sectional
Analysis,'" Acta Sociologica, 1966.
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Economic expansion by itself does not seem to be adequaée to foster
mobility.1 Economic growth may occur simply through a proportionate
increase in all factors of production with little mobility across the
manual-nonmanual occupational boundaries, or growth may be related to
geographical shifts in the labor force with more horizontal than vertical
mobility. Further, the degree of occupational mobility, i.e., across the
manual-nonmanual divide, depends upon the sector which is being developed.
The expansion of a service sector may produce the highest rates of such
mobility.2

Because of the significance of education, it has been suggested that a
widespread increase in educational opportunities will greatly increase actual
rates of mobility. 1In addition, large-scale expansion of education might
have the value of augmenting the number of youths from lower social strata

who have access to education., Smelser and Lipset note that expanding

various forms of educational opportunities in rural and isolated areas

1This finding corroborates those of earlier studies, S. M. Miller
and Herrington J. Bryce, "Social Mobility and Economic Growth and Structure,"
Kolner Zeitschrift fur Sociologie, Summer, 1962; and Herrington J. Bryce,
"Immobility and Economic Development: A Comparative Analysis," (paper
presented at the Eastern Sociological Society, Philadelphia, 1966).

2The assumption that the growth of a service sector produces more
manual-nonmanual mobility is based on Clark's theorem. See Colin Clark,
The Conditions of Economic Progress, London: Macmillan Company, 1951.
This theorem has not gone unattacked; Cf. P. T. Bauer and B. S. Yamey,
"Economic Progress and Occupational Distribution," Economic Journal, 61,
@®51) pp. 741-55; A. L. Minkes, "Statistical Evidence and the Concept of
Tertiary Industry," Economic Development and Cultural Change, 3 (1955),
pp. 366-373; Simon Rottenberg, "Note on Economic Progress and QOccupational
Distribution," Review of Economics and Statistics, 35 (1953), pp. 168-70;
Margaret S. Gordon, Employment Expansion and Population Growth, The Cali-
fornia Experience: 1900-1950, Berkeley: University of California Press,
1954, p. 30; and S. M. Miller, "Tertiary Employment and Occupational
Mobility," Sociological Society, New York, 1955,
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increases the possibility that graduates of these programs will be willing
to work in these areas rather than concentrating in urban regions. 1In turn,
a more effective distribution of the educated among rural and urban regions
will affect the possibilities of gaining more educated and i1:obile persons
in the following generation because the number of qualified teachers
available to rural youths will increase and new kinds of role models will
be available to the youth in rural areas.1

Another structural factor is that of urbanization. For many, the move
from rural areas and agricultural occupations into urban areas and indus-
trial occupations is an advance in economic and social status. The change
may also be a gain in political status since rural areas are more likely
than urban areas to have de facto limitations on the role of the citizen.
For others, however, the shift may not represent upward mobility but
horizontal mobility. (For a few, there may be a decline in status.)

The most significant mobility gain may, however, be exhibited in the
generation which succeeds the migrants to the cities. For this urban
generation will have had better opportunities for education in the cities
than it would have had in the rural areas and will be more acutely aware
of the possibilities and routes of social mobility. The improved educa-
tional opportunities are not automatic, however, for the urban centers
have to construct schools and create the teacher-pupil environment which
lead to better education. In the United States, for example, the migration
of Negroes and poor whites from rural areas led to concentrations of
poverty in the cities. While the education they received in the cities

was, in the main, much superior to that available in their former homes,

1Neil Smelser and Seymour Martin Lipset, "Social Structure, Mobility
and Development," in Smelser and Lipset (eds.), Social Structure and Social
Mobility in Economic Development, Chicago: Aldine, 1966.
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it was not good enough to put these Negroes and poor whites in a strong
positien in the competitive race for mobility in the large city where
educational qualifications were higher than in rural areas. Much current
educational activity in the United States is devoted to changing this
situation.

Urbanization does not automatically result in enhanced social mobility
opportunities, but it does provide a framework which may be more economical
than that of most areas in promoting mobility. Efforts to promote urbaniza-
tion, degpite immediate social costs, are seen as contributing to increased
mobility.

Moore has suggested a different kind of structural approach to the
promotion of mobility. To reduce family ties which impede social mobility,
he suggests that "“developmental strategy should emphasize forms of associa-
tion and also such provisions of social insurance as are financially feasible.
Social insurance is likely to be regarded as a luxury available only to
prosperous countries., The suggestion here is that it be given higher
priority because of its importance as a device for social transformation."1

The Moore analysis emphasizes the supply side of mobility ~- the
interest and availability of individuals for mobility. Kingsley Davis has
suggested another set of variables in increasing the demand for individuals
to be mobile. He argues that developing regularized modes of entry into
occupations instead of dependence upon family and connections promotes
mobility. '"Such things as public schools, recruitment by examination, wages
geared to productivity, licensing of professions, up-to-date patent and

copyright laws are thought of in terms of national efficiency rather thar

1Wilbert: E. Moore, "Problems of Training, Balance and Priorities in
Development Measures," Economic Development and Cultural Change, 2, 1954,
p. 248.
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in terms of class circulation, but they have an effect in stimulating the
latter nonetheless."1 The reduction of particularistic requirements and
substitution of universalistic and achievement oriented criteria for entry
into and achievement in occupations may make it possible for those at the
lower social levels to advance. On the other hand, some societies have
utilized particularistic criteria to augment opportunities for those at the
bottom. Several Eastern European socialist societies at various points
have limited the number of the middle class students at universities in
order to favor the offspring of workers; some U. S. universities have relaxed
entrance requirements and organized special efforts to gain Negro students.
Traditional, particularistic criteria in general operate against the lower
classes but particularistic professions which single out those at the
bottom for favorable attention can serve to improve, at least in the short
run, their mobility chances.

The thrust of the structural approach is to build the institutionalized
mechanisms (whether of education, economic change, or social insurance) and
not to bother much with the sorting process and the individual difficulties
of gaining ascent. Obviously, however, individuals do not benefit equally
from expanded opportunities, for selective factors of various kinds affect
who may and who may not profit.

The familial and individual approach looks at the problem from the other
side -- who are those who move ahead and how can their mboility be quickened?
This approach may suffer from the strong individual emphasis; for some
analysts write as though the mobility pressures from individual and family

are effective regardless of econmomic and social circumstances. While some

1Davis, op. cit., p. 72.
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can move ahead despite difficult circumstances external to them, large
numbers cannot.

The studies of mobility determinants from the individual and family side
concentrate on the movement from manual to non-manual occupations. The
general sense of the studies is that the mobile are more likely to be
better off than those in the same strata who are not mobile. This result
occurs, in part, because the manual category is so broad, but other things
are operating here.

The mobile person is in many ways more like others in the stratum into
which he moves than like those in the stratum from which he originates. He
is probably of higher measured I.Q. than nonmobile manual persons. Taussig
and Joslyn, in their study of American business leaders, presented evidence
that sons of manual workers who entered upper business levels were generally
of measured intelligence superior to that of sons of other manual workers.!
In general, the mobile manual son is more likely than the nommobile son to
have a parent with more than average education for the manual stratum.

An important reason for the superior background of the mobile manuals
is that they are more likely to have had a grandfather who was in the non-
manual category. Of two children of the same status level, the one with a
grandfather of higher status is more likely to improve his position. The
family that has been downwardly mobile is more likely to have offspring
that will eventually rise in social status. How can the functional equivalent
of having a middle class grandfather be provided?

The advantages of having a higher level manual family consist of at

least these elements: knowledge, stimulation, motivation, attitudes, rewards,

lprank M. Taussig and C. S. Joslyn, American Business Leaders, New York:
The Macmillan Company, 1932.
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confidence, models, financial assistance. In offering the following
comments, there is no pretense at comprehensiveness. The concern is with
illustration. Examples have been drawn primarily from the United States,
not because they have worked better than procedures elsewhere, but because
they are better known. The intention is not to encourage the adoption of
the particular illustration but to indicate the kind of activities which
could be pursued. (Indeed, some of the examples have not been effectively

developed in the United States.)

Knowledge. Frequently, motivational resistances are introduced as an
explanation for the ineffectiveness of educational efforts among the low=-
educated. One reason for the resistances is that most low-educated people
simpiy have no knowledge about education and school. Persons in the mobile
higher-level manual category tend to have understanding of the role of educa-
tion and the school know-how which leads to effective performance in school.

In the United States, for example, many Negro parents express high
interest in the education of their children. Nonetheless, offspring of
these interested parents frequently do poorly in school and are early school
leavers. The parents do not know how to translate their concern into aid
for their children in school. They lack understanding of what the school
demands of them and what they can do to help their children. One element
of a successful program in St. Louis, Missouri, was to make clear to the
parents how much homework was expected of their children each night. The
parents could then make appropriate demands of their children.

Similarly, students frequently do not understand what the school is
demanding of them in terms of classroom attention and work. Youth from

higher-educated families learn quickly what is expected of them in school.

\oo



CHAPTER 2 39

Some early home demands may deliberately mirror the later school ‘demands in
order to prepare the child for the school setting. Schools attempting to
attract, keep and develop children from low-educated families should not
assume that attendance at school automatically insures awareness of school
expectations. The school may have to provide concrete and vivid leads as

to what is expected rather than relying on the child (or his family) to learn

rapidly and easily '"the school ropes."

Educational support. As indicated previously, well-motivated parents

may not know how to help their children in school. Aside from helping the
parents to work more effectively with their children, the schools can adopt
programs of & supportive nature which facilitate educational advance for
those from low-educated families. For example, a number of low-income
communities in the United States have recenitly been provided with homework
centers, in and out of school, where childreun from crowded or noisy homes
can do their homework and have needed library facilities. 1In some places,
homework helpers are provided to aid the student in his studying, a task

which a highly-educated parent is likely to assume with his children.

Stimulation. The high mobile-potential family is likely to stimulate
its child toward educational progress by providing educational-like pre-
school experiences at home, by heavy parental involvement in school and
educational activities, and by the utilization and reinforcement at home
of school achievements.

Similar stimuli can b2 provided by distributing free books to be looked
at and read at home. This can start even before the child has entered
school. 1In the United States, one stress in some schools in low-income

areas is the adoption of teaching techniques which are more stimulating to

e
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students who, because of their backgrounds, do not find traditional school

programs of great intrinsic interest,

Motivation. Many of the upwardly mobile have been pushed by members
of their family or some outsider, especially a teacher. If the family cannot
be relied on to promote effective motivation for investment in educational
activities, then the school can assume this role. By taking a personal
interest in children from low-educated families, the teacher may be able to
develop in them an interest in and concern about school.

An appropriate setting is necessary for motivation of the students.
Channeling students into different types of curricula at an early age tends
to reduce the number who go on to higher education. Frequently, the "lower-
level"™ program gets less funds and less adequate teachers. Often, all
students in these curricula are considered lacking in potential and teachers
may not devote themselves wholeheartedly to their development. The labeling
process is important; the way a student is classified is likely to determine
his progress. For example, in one school system in the United States some
students who should have been assigned into high-level Group A on the basis
of their scores were put into low-level Group B, while others who should
have gone into Group B were placed in Group A. When the mistake was dis-
covered, it was learned that the B-level students in Group A had done better
than the A-level students in Group B. The way the students were viewed by
their teachers deeply affected their progress in the schools.

If a school system does have a system of tracks to separate students
with some homogeneous characteristics, then there should be a requirement
that a minimum percentage of students do actually move from one track to
another. 1In CGreat Britain, while it is theoretically possible to move from
the non-college preparatory to the college preparatory track, few actually

~
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do make the move. Merely providing a mechanism for transfer without actually
using it is meaningless; a minimum requirement about transfers will at least
force attention to the issue of periodic review of student interests and
performance. Since students can never be completely adequately classified
and since they do change and develop over time, the route for movement in
and out of a track should be well traveled. Some analysts strongly advise,
at least in the United States contexts, against any form of tracking because
it impedes social mobility (those from low-educated families are most likely
to be placed in the slow track). Further, tracking may stereotype students
and discourage schools and teachers from assuming the responsibility of
expanding the capabilities of all students.

Obviously, in rural areas of industrializing societies, several educa-
tional tracks are unlikely to exist within the same community. But for the
nation as a whole, they may operate. A society concerned about social
mobility as well as the development of talent will be concerned about the
impact on social roles of the selection procedures of the multiple systems

which comprise any educational system.

Reward. The possibilities of reward are an important element in
motivation. On the economic level, increased education should lead to
improved economic status. If this does not occur, and a nation has
unemployment or underemployment in the white collar group, those from low-
educated families are discouraged from furthering their education., Educa-
tional expansion must be keyed to the effective placing of the increased
numbers of graduates in jobs commensurate to their training.

At the psychological level, developing close peer groups of youth

interested in education may promote their involvement in school and provide

A\
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some immediate returns of satisfaction in the school years. Schools and
universities could deliberately plan for the development of positive peer
groups.

The reward for effective school performance should perhaps be more
frequent than is customary i:i many school systems. Infrequent and vague
reports should be supplanted by frequent and clear indications of status.
Rewards might be built up for the family as their children advance in school.
Frequently the advance of a child cuts him off from the family. To combat
this tendency, the family could be continually involved in the advance of
the child through personalized progress reports, public recognition for the
family for the work of the child, closer contact between the family, the
community, the school and the child. By providing rewards for the family -~
not just for the child -- the family may function more effectively in
furthering the child's progress. Going up should not automatically mean

going out of the family.

Confidence. Closely involved with knowledge at many points is
confidence -- in the ability to carry through the educational program; in
the eventual significance of the education; in the relation of what cne is
doing day-to-day to eventual outcomes.

The Dutch sociologist, F. von Heek, of the University of Leiden,1 has
suggested that students of working-class origins would leave Dutch univer-
sities less frequently than they do if they had a residential dormitory
situation. In the Dutch universities, there is no regular provision of

residential quarters for students. They find rooms in town as best they

1This suggestion was made in the discussions of the Sub-Committee on
Social Stratification and Mobility of the International Sociological
Association,
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can. The students of working-class origins find this situation more
uncomfortable than do the middle class because typically they are less sure
of themselves in their new surroundings, less able to make friends and to
manage financially. A dormitory situation where students participate in
socializing each other in the new situation could increase the upwardly

mobile student's confidence in being able to manage the educational obstacles.

Models. The youth of high-educated families constantly see people who
have been educated and are occupationally successful. Low-educated youth
know fewer models and do not learn of the steps toward mobility that others
have taken.

If the family and community cannot easily provide models of mobility,
then the school might develop a program which presents living models (see
Chapter 6). In some slum areas of the United States in order to promote
educational mobility aspirations of Negro youth, successful Negroes have
been brought inco the schools to describe their ascent. They make real the

possibilities and routes of mobility.

Financial assistance. Education is expensive. It is expensive for the

state to provide the facilities and staff and expensive for the family to
support the student. The expenses of the student and his family include not
only the direct costs of maintaining him but also the earnings foregone
during the educational period. wWhile it may be economically rational for

a family to undoertake these expenses in order to benefit from the higher
income potential of the youth as he enters and succeeds in the world of work,
many families cannot afford this kind of rationality. Only the higher-
educated, higher~-income families can afford to forego current earnings.

Lower-income, low-educated families cannot. Therefore, the provision of
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adequate financial assistance by the state will augment the number of
students and will enhance the upward mobility of those at the bottom of
the social structure.

In the United States, several different kinds of procedures serve to
promote educational expenditures by the family: special tax advantages (in
several states) for families whose children are going to college (this
provision benefits the higher-income morz than the lower, but may provide
some incentive to the latter); the continuation on public welfare of families
where children are going to college (formerly, a youth of 18 would no longer
be kept on the welfare rolls if he decided to further his education);
scholarships to the needy. In nations with family allowance schemes the
age at which a child is no longer eligible might be raised if he continues
his education. 1In effect, the family's costs in foregone earnings are reduced.

The general strategy which results from this discussion is to enlarge
the school's role to include activities which higher-educated families
might perform for their offspring. The school can perform a more effective
role through the deliberate fostering of peer-group interaction; the closer
intervening of school and community; the examination of school in socio-
psychological as well as pedagogic terms. In other words, the effort should
be concentrated on building the school as a broad social institution.

An effort has been made to convey the pocsibilities rather than the
difficulties of promoting educational mobility. Obviously, attempts at
social engineering can be highly manipulative and can interfere with the
liberties of family and community. This danger should not be discounted

and competes with the desire to promote educational advance.
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Conclusion

Development is different today than it was in the past: it is more
conscious. Nations want to have great achievements with minimum social
upheaval and costs. Multiple goals rather than a single goal are the
target. Objectives are publicly stated. Policies are more directed and
deliberate thcn crescive. Consequently, blame can be apportioned and
accountability somewhat measured.

The self-consciousness of contemporary development efforts builds in
new strains: the developers are identifiable, decisions may be fairly
obvious end usually public, results are to be evaluated. These occurrences
contrast with the beginning days of capitalistic industrialization in
Western Europe and the United States where much less was publicly
scrutinized and evaluated.

The emergenCQGf new strains contributes to the likelihood that large-
scale development plans cannot be executed as originally designed; only
intermittent progress is likely to occur as intermediate targets are not met,
multiple goals compete, and political considerations require adaptations
and modifications in targets and pace. The structuring of educational goals
and plans so that they are phased and flexible seems to be most appropriate
for the kind of development which is likely to take place in many countries -~
uneven and tense, requiring shifting adaptations to emergency and exigency.

At this point it is not known how much and what kind of mobility and
education are needed for development nor how much development is needed to
foster mobility and education. These are issues which require much analysis.
But it is already clear that education is becoming the crucial developer
and sorter of people in a society. (Clearly, too, the caliber of many

societies is being measured by the extent to which social justice in the
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sense of upward social mobility is fostered. Social mobility may not be
needed in order to achieve all types of development, but it is becoming an
important criterion of the success of development. Social mobility is,
thus, not only an instrument of economic progress; it is a major wmeasure

of the extent of that progress.



CHAPTER 3
EDUCATION AND NATIONAL INTEGRATION

The task of national interration is crucial toth in new states, which
must develop an effective consciousness of the existence of the “the nation"
among all their people, and in the older states which are just beginning
to modernize and where the sense of nationhood has been heretofore almost
the exclusive property of a small educated elite. In spite of rapid and
ever-increasiﬁg urbanization, the vast majority of the people of the under-
developed world are likely to live for some time in small villages. There-
fore the principle concern here is with the process whereby small communities
become "nationalized" and their inhabitants become in a real sense citizens.
More specifically we are interested in the role of formal education in the
spread of national culture and institutions from the urban centers where they
typically originate to the hinterland.

Education can play certain obvious roles in the process of national
integration. It develops the manpower resources of the country by providing
them with new educational opportunities and new channels for upward mobility.
In this way, human resources which may have been unproductive are mobilized
and utilired for the country's further growth and expansion. From a more
direct ideological viewpoint, the school provides a common institutional
system through which all children must pass and through which they acquire
a common set of symbols, values, and goals; thus, they learn to salute the
national flag, to sing the national anthem, and are told of the past glories
of their national heroes. The school provides a framework through which a
national ideology can be shaped and formulated, and taught to a large segment
of the society at an age when competing values have not yet had a chance to take

hold.
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However, education in the underdeveloped areas is essentially an in-
strument of government policy, and as such it may be used to widen the gap
between certain sectors of the society rather than narrowing it. This can
be seen moét clearly in the advantage which urban children commonly enjoy
in terms of schooling; since most schools, at least beyond the first few
elementary grades, are located in towns and cities, rural children must
go to extra expense and effort in order to attend these schools and receive
more than a primary school education. The result can be observed in sta-
tistics from an underdeveloped country such as Haiti, where annual enroll-
ment figures for urban and rural elementary schools differ by less than
ten per cent_:1 while 87 per cent of Haiti's population lives in rural areas.
Similarly, all secondary, vocational and commercial schools in Haiti are
located in urban areas, which employ almost 90 per cent of all professionally
trained teachers.2

Haiti is admittedly an extreme case, but this phenomenon can be found,
in greater or lesser degree, throughout the developing world for the obvi-
ous reasons that receptivity is likely to be greater among urban populations
and resources there can more eff;ctively be marshalled where the population
is densely settled. The real problem is isolating the factors which impede
developing countries from repairing the dislocations attendant upon
development.

The rural-urban differential is not the only disparity which may be
accelerated by the modernization process. The decision to support secondary

vs. primary education, private vs. public schools, or scholarships for

1George A. Dale, Education in the Republic of Haiti, U. S. Department of
Health, Education and Welfare, Office of Education Bulletin no. 20, 1959.
ppo 49-63

21bid., p. 25
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university study abroad vs., the development of an indigenous university, all
aim at the creation of an educated elite in the society rather than attempting
to raise the educational level of a broad public. Of course, where financial
resources are limited, as in most underdeveloped countries, such decisions may
be necessary and indeed, more suitable for the country's development plans,
Not everyone can be supplied with, or wants, evecything at the same time. But
it should be recognized that such educational policies can retard the process
of national integration, by widening the gap between the elite and non-elite
sectors of the society. Silvert has described the political implications of
this "asymmetry of development":1

"The obvious result is to impede consensus and the

consequent legitimation of a single, coherent series of

institutions, and thus to inhibit the generation of the

public power which otherwise might permit the employment

of massive force to impose 3 certain minimum compliance

with modernizing behavioral norms despite opposing

belief systems,"
In other words, the asymmetry of development impedes the achievement of a
common core of values and institutions upon which the legitimacy of public
power is based; without this consensus, the national government lacks the
power to mobilize the country in accordance with modernizing norms and the
whole process of development is weakened.

Lacking the legitimacy based on consensus, governments may resort to

the use of force to impose control on other groups in the society. This
would seem to be particularly true of societies which are characterized by
sharp divisions along tribal, ethnic, linguistic, religious, or racial lines,
each sector maintaining its own values and institutional system. While one

of the groups in the society may be dominant in the sense of wielding effec~

tive economic and political power, it often lacks either the capacity or

IRalman Silvert, Social Modernization: OQutline of a Theory, mimeo, 1965.
p. 12
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desire to transmit its values and institutions to the subordinate groups it
governs. Therefore, the process of national integration is vastly more com-
Plex in such societies than in societies with relatively homogeneous sub-
cultures, where the real problem becomes a lack of articulation between the
nation-state and its constituent local cormunities.

In this chapter, we are concerned primarily with the latter problem;
that is, with national integration as the process whereby local communities
can be brought into closer contact with and control by a national government,
based on the principle of legitimacy and a common national ideology. This is
achieved not only through an increase in the political power of the central
government, but through the incorporation of all people into a common
institutional framework through mechanisms such as the market system, poli-
tical parties, labor uniors, and education. The school is the only
national-level public institution in which all members of the society,
theoretically at least, should spend some years of their lives. They may
never join a political party, or serve in the army, or belong to a labor
union, but most persons, particularly in the younger age groups, are eligible
to attend school. And as educational programs expand in the underdeveloped
areas, this is increasingly true.!

Therefore it is important to spell out for policy makers the contribu-
tions which education may make to the process of national integration and
to the development of a national ideology based on a core of common values
and institutions. We shall look at education as a nation-building institu-

tion, as a link between the national society and the local community. Yet

1Of course, if one interprets political affairs more broadly, or
views labor unions as a particular manifestation of the occupational system,
then most people participate in these systems, too. The point remains,
however, that formal schooling is one of the few national-level institutions,
if not the only institution, in which all people are eligible to participate.
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to do this, we must begin with a thorough understanding of the process of
national integration itself. What are the mechanisms by which the local
community is tied into the national state? How is the shift from an inward
orientation toward the local community to an outward orier “ation toward the
nation-state reflected in the attitudes and behavior of the local villagers?
What can be done to speed up the process by which a self-sufficient, isolated
community becomes a full participant in the national society? In particular,
what contribution can education make to the nation-building process? These

are some of the questions which we will attempt to answer,

Definitions of National Integration

While most students of socio-economic development agree on the impor-
tance of national integration in the modernization process, the definitions
of what constitutes a modern nation-state differ considerably. Usually
these differences reflect the various academic disciplines which have worked
in the area and their respective emphases on one or another type of institution.
For example, economists were probably the first people to work in the
development area and still continue to dominate the scene, both in terms of
theory-building and field work. Economists, and those influenced by them,
have generally emphasized the growth of an economic infrastructure as a nec-
essary component of the process of national integration. Thus, the establish-
ment of a national currency and banking system, the development of trade,
transportation and communication, and even such modern institutions as the
stock market are seen as contributing to the process of national integration.
Because of the ready availability and identification of economic indicators
and the considerable amount of research already done in this area, it is
no wonder that most quantitative measures of socio-economic development rely

heavily on such items.
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Many political scientists, on the other hand, emphasize the growth of
a "participant society" as indicative of the process of national integration.
In their view, as long as a substantial sector of the electorate remains out-
side the national political system of the country, it cannot be considered a
full participant in the life of thst socrety. Thus, political scientists
often focus on mechanisms which will broaden the base of political support
in a country, such as the develppment of national political parties, the
extension of the suffra8¢ to non-elite sectors of the society, the percent-
age of the population voting in national elections, and the growth of gov-
ernment functions and services.

Sociologists and anthropologists are only beginning to work in the
area of social development, but their theories also tend to reflect their
respective disciplinary interests, Thus, a sociologist like Leonard
Riessman emphsizes the growth of a middle class as a necessary component
of the modernization process.1 National integration is seen as encompas-
sing a change in the society's stratification system and a widening of the
elite base of the society. Anthropologists, on the other hand, frequently
emphasize a change in values or ethos as indicative of the process of na-
tional integration. C(Clifford Geertz, for example, speaks of the "integrative
revolution" as the "progressive extension of the sense of primordial similarity
and difference . , . to more broadly defined groups . . . within the frame-
work of the entire national society."2 That is, Geertz envisages the wid-
ening of primary group sentiments based on kin, religious or linguistic ties

to larger and more inclusive groups in the society.

1Leonard Riessman, Urbanization and Education in the Development Process,
mimeo, 1965. pp. 16-17

2Clifford Geertz, 'The Integrative Revolution," in Qld Societies and New
States, C. Geertz, ed., New York: The Free Press, 1963, pp. 153-154
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In essense, these various interpretations point up different ways of

1 Some writers emphasize

looking at the process of national integration.
structural integration, which includes such things as involvement in a markef
economy, the growth of national institutions which incorporate people at the
local community level such as schools, churches and political parties, and
whole series of relationships which bridge the gap between the local and
national level of society. Cultural integration, on the other hand, would
include changes in life styles, educational goals, religious beliefs and
practices, values, etc. Attitudinal or psychological integration would stress
identification with the nation-state and the growing importance of patriotism
and national symbols such as the flag, the national anthem, etc.

No discussion of national integration would be complete which dealt
exclusively with one of the above aspects. However, our primary concern
here shall be with structurél integration, particularly in terms of the
process by which local communities articulate with the national state. In
agreement with Richard Adams, in a paper on the role of the community in the
development process,2 we shall emphasize thoSe changes which break down
intra-community bonds and promote greater communication and control from the
larger political system. Seen from this perspective, the process of national
integration involves the increasing absorption of the community into the
mainstream of national culture and society and the growing importance of a
nationwide system of communication and control directed from above. How

\

this process evolves will become clearer as we examine some theories of commu-

nity growth and change.

1We are indebted to Dr. Eruestive Friedl for this observation

2Richard Adams, The Latin American Community in Revolution and Develop-
ment, Occasional Papers Number 3, Center of Latin American Studies, Univer-
sity of Kansas, 1964, p. 6. 9‘
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Institutional Differentiation

To gain perspective it is useful to focus first on institutional
development at the national level. A number of recent studies-have empiri-
cally demonstrated what has been theoretically assumed for quite some time;
namely, that societal growth involves the systematic elaboration and
differentiation of institutions. Phillips Cutright, for example, has
developed an index of political development based on the concept that "a
politically developed nation has more complex and specialized political
institutions than a less politically developed nation."! In a later article
Cutright developed a Guttman scale of national social security programs,
demonstrating that these too developed systematically.2

Illustrations of this process of institutional elaboration and dif-
ferentiation at the national level in areas of our direct concern are present-
ed in chapter 10. One of the several scales presented in that chapter trares
the development of national planning institutions in Latin America. Another
scale depicts the institutional differentiation of educational systems,
first in Latin America, and then throughout the world, using a sample of 77
countries. The significant point about these scales is not the particular
institutions which comprise them but the fact of scaling which allows one to
conclude that development within both institutional systems involves progres-
sive differentiation and elaboration of the institutional system. Although
these scales measure the nucleated aspect of the institutions involved, it
must be remembered that the institutions are composed of networks of people

and facilities all over the nation. We would expect, then, that institutional

1Phillips Cutright, '"National Political Develcpment: Measurement and
Analysis," American Sociological Review 28(2), April, 1962, p. 255

2Cut,right, "Political Structure, Economic Development, and National
Social Secur:ity Prugrams," American Jouraal of Sociology 70, March, 1965
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development at the local level would involve the same patterns of elaboration
and differentiation. Evidence that such is the case is offered by Frank and

Ruth Young, in a series of comparative studies of village level institutional
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development, using scalogram analysis in which these researchers conclude that
two processes, differentiation and consensus, are involved. As the community
is incorporated into a more differentiated social structure the basis of
consensus is widened to include national-level culture, which is carried by
new national institutions and ideology.1 The Youngs have further concluded
that the more differentiated a community's institutional system the more
receptive the community would be to change and further institutional dif-
ferentiation. This receptivity is complemented at the individual level by
the adoption of urban or '"national behavior, which indexes "a sub-strata of
urban ideas, aspirations, and orientations."2

The Youngs further found by using data both from Mexican communities and
a world-wide sample of communities, that the institutional differentiation is
unidimensional, that is, that there is a "single sequence and direction of

community articulation."3

The Youngs interpret from their scale that communi-
ties pass through three stages of institutional development. In the first
stage are those institutions which are concerned with developing or main-
taining community autoﬁomy. This stage includes such scale items as: "a
named and autonomous locality group" and "one or more governmentally
designated officials." A second phase, traditional or representative

contact with the .ation, includes as scale items a school building, a

government building, access to electric power, or a written language. The

third stage, "pervasive interpenetration with the national structure,"

1Frank W. and Ruth C. Young, "The Sequence and Direction of Community
Growth: A Cross-Cultural Generalization," Rural Sociology 27 (4),
Dec., 1962, p. 382,

2Youngs, "Social Integration and Change in Iwenty-four Mexican Villages,"
Economic Development and Cultural Change, 8 (4) Part 1, July, 1960

3Youngs, ""Sequence and Direction of Community Growth,' P, 377.
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includes for the world-wide sample the scale item "formal education with a
full-time specialized teacher,'" or for the Mexican sample a school with four
or more grades, a village market patronized by people from other villages,
and a public monument.

Community~-Nation Articulation

A crucial question with respect to national integration is how the
articulation of village-level and national level institutions takes place.
The work of Julian Steward provides a clue. According to Steward, the process
of sociocultural integration does not consist merely of the incorporation of
more numerous and diversified parts or communities, but iu the growth of
functional interdependence between these parts.2 In complex societies, this
functional interdependence is accomplished through special social groups
which Steward calls horizontal segments and through formal nationél institu-
tions. These horizontal segments consist of occupational, class, caste,
racial or ethnic groups which cut across localities and bind segments of
communities into new, national subcultures. The formal, national institutions
such as money, banking, trade, education, the legal system, the army, and

churches, constitute the infrastructure which holds the society together at

1Ibid.. pp. 376-379. That these patterns are neither local to the
villages studies by the Youngs nor found only among certain types of insti-
tutions is demonstrated in the work of Norman Whitten(Norman E. Whitten, Jr.,
"Power Structure and Sociocultural Change in Latin American Communities,"
Social Forces 43, March, 1965). Whitten developed an index cf community
power structure in order to test the hypothesis that "as community power
becomes increasingly rationalized (rational refers to the systematic
centralized arrangement, secularization, and impersonalization of the ability
to influence activities), the local sociocultural system will become less
parochial and increasingly similar to the national system," Farrell has
found, using Whitten's data for 17 Latin American communities, that tae
variables used by Whitten also form a scale, indicating that community
growth along this institutional dimension also follows a single direction.,

23ulian Steward, Area Research: Theory and Practice, Social Science
Research Council, Bulletin 63, 1950, pp. 107-8.
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the national level,!

Building on Steward's theory of sociocultural levels, Eric Wolf has empha-
sized the significance of the horizontal segments in the process of national
integration. According to Wolf, these "nation-orientated groups" follow
ways of life quite different from that of their community-oriented fellow
villagers. They are often agents of national institutions, such as the
school teacher, the policeman, or the tax collector, and as such, act as
mediators and interpreters between the national levels, on the one hand, and
the local community on the other. These are the more highly differentiated
members of the community, who have become at least somewhat a part of the
national society. National integration thus proceeds from a '"web of group
relations which extends through intermediate levels from the community to the
national level."Z That is, nation-oriented groups are the vehicle or channel
through which a national culture and icdeology is transmitted to wider and
heretofore isolated segments of the society.

The distinction Wolf makes between nation-oriented and community-
oriented groups can be compared to Redfield's folk-urban dichotomy.3 The
correctos of Tepotzlan, as defined by Redfield, are also nation-oriented
and lead less traditional lives than the tontos, the inward-oriented, folk
villagers.4 Seen in this light, the folk-urban dichotomy would not apply to
whole communities, but to segments of the whole; that is, communities would

not be classified as folk or urban, but as differing in their degree of

11bid., p. 115.

2Eric Wolf, "Aspects of Group Relations in a Complex Society: Mexico,"
American Anthropologist, 58, 1956, p. 1065.

3Rubert Redfield, "The Folk Society," American Journal of Sociology,
52 (4), 1947, -

4
Redfield, Tepotzlan: A Mexican Village, Chicago: University of
Chicago Press, 1930,
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folk or urban components. Thus, a peasant community like Tepotzlan would
consist largely of a folk component with a small urban elite, while a metro-
polis like Mexico City would contain a small folk segment among its slum
dwellers, who still follow a rather traditional way of life and are closely
tied to their immediate locality.1 Icken's study in San Juan has shown

that many rural customs are preserved in the closely knit social life of

the shanty town, where many of the families' relatives and closest friends
live.2 Thus, as Mintz has pointed out, folk culture is preserved in the
form of a lower class subculture in which alternatives to this older way of
life are not economically or socially feasible.

The value of Wolf's approach lies in the fact that it focuses attention
on relationships between groups operating on different levels of society
rather than on the local community per se. Wolf has coined che term "broker"
to refer to those persons who mediate between nation-oriented and community-
oriented groups.4 As he points out, brokers are often marginal men seeking
political and economic power in the society. Thus, in Mexican history the
brokers were neither the Indians living in isolated, largely self-sufficient
rural communities nor the large landowners or hacendados, who held effective
economic and political power and blocked the channels of communication and
control from the local to the national level. The brokers in Mexico were
marginal, largely landless men who bought into Indian communities with the

development of the concept of private property and developed their farm land

1 .
Oscar Lewis, The Children of Sanchez, New York: Random House, 1961,

2

Helen Icken (Safa), From Shanty Town Lo Public Housing: A Comparison
of Family Structure in Two Urban Neighborhoods in Puerto Rico, Ehpublishéd
Ph.D. dissertation, Columbia University, 1962, pp. 122-129,

3Sidney Mintz, "On Redfield and Foster," American Anthropologist,
56 (1), 1954, p. 91

4Wolf, op. cit., p. 1075.
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for cash crop production through plow culture. Through the Mexican Revolution,
and the land reform program, they succeeded in breaking the power of the
hacendado and opening up channels of upward mobility, chiefly through the
political party. The result has been a greatly increased power of the national
government, which now has direct access to the peasants through the ejido
program, and the creation of a new nation-oriented political elite to replace

the old, community-oriented hacendados.1

The Closed Corporate Community and the "Open' Community

Following Wolf's thesis, "brokers" form an essential link between the
local community and the national society. With the development of a broker
class, there is a shift among the rural peasantry from what Wolf has called
the closed corporate community to the '"open" community which is an integral
part of the nation-state.

The closed corporate community, as defined by Wolf, is characterized
by a tightly-knit internal structure which attempts by various means to
shut off influences from the outside world, Thus, the community restricts
the sale of land to outsiders and in other ways tries to prevent outsiders
from becoming members of the community (e.g. through marriage rules). The
Westernized person is not looked up to as a model of modernity, but is
ostracized as a deviant from the traditional way of life. The only involve-
meat with the national economy is through intermitt:nt day labor on haciendas
and plantations, and through a regional marketing system which is particularly
geared to the peasant's subsistence economy. Thus, little cash flows

through the community, and what wealth there is, is never allowed to accumu-

l1bid., pp. 1067-73.

2Eric Wolf, "Types of Latin American Peasantry: A Preliminary Discussion,"
American Anthropologist, 57 (3), 1955.

1
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late, but is redistributed periodically through religious fiestas, the
cofradia system, and mutual aid practices. 1In this way, pressure is brought
to maintain everyone at the same, low socio-economic level or what Geertz
has termed '"shared poverty."1 There are strong sanctions against conspi-
cuous consumption, and superstition, witchcraft, envy, and gossip operate

to maintain a close social control over community members,

In Latin America, the closed corporate community is generally concen-
trated among subsistence peasants in the highland area, but it can also be
found in other world areas, and Wolf has compared Mesoamerican cases with
examples from Central Java.? Wolf himself has stated that the closed
corporate community is not limited to any culture area, but is the product
or" . . . the dualization of society into a dominant entrepreneurial sector
and a dominated sector of native peasants.“3 This occurs most commonly
under conditions of colonialism, where the foreign power acts as the
"dominant entrepreneur" as was the case with the Spanish in Mexico and the
Dutch in Java. However, the closed corporate community can also be fcund in
non-colonial underdeveloped countries characterized by what economists have
called a '"dual" structure.

The ideal model of the C. C. C. pictured abtsve is now difficult to find,
The closed corporate community is fast disappearing, under the pressure of
modern conditions. Land scarcity is forcing the surplus population in these

communi.ties to seek other sources of income and many migrate to the cities in

lelifford Geertz, "Religious Belief and Economic Behavior in a Central
Javanese Town," Economic Development and Culture Change, 4, 1956, p. 141,

2Eric Wolf, 'Closed Corporate Peasant Communities in Mesoamerica and
Central Java,” Southwestern Journal of Anthropology, 13, 1957,

31bid., p. 8.

43. H. Boeke, Economics and Economic Policy of Dual Societies: As
Exemplified by Indonesia, New York, Institute of Pacific Relations, 1953. C&>‘
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search of job opportunities., These migrants constitute a new tyre of "broker,"
introducing new standards, tastes and values to the villagers left at home.
This is particularly true where, as in Greece, urban migrants maintain frequent
contact with their rural kin, despite changes in class position and ways of
life.1 Because of their long history of contact with an urban center and their
early development of a sense of private property, Greek villages were
probably never closed corporate communities in Wolf's sense of the term.
However, under the influence of these migrants and other urban-educated elite
living in the villages the peasants occupational and educational aspirations
have taken a decided shift;zthey now aspire to traditional professions in
teaching, law, medicine and the prie~:%ood, with emphasis on a humanistic
education, but have not yet caught up with the new urban trend toward
education in the physical and social sciences and engineering, and toward
work in industry and commerce. 'Lagging emulation," as Friedl calls this
concept, thus "provides a mechanism of transition by which rural peasantries
gradually become an occup:tional, non-peasant segment, fully integrated into
a national culture and society."3 In short, lagging emulation becomes a
means of hastening the attitudinal transformation of the peasantry so that
they identify more closely with the new urban and national trends.

Icken's data show how older urban residents may also act as brokers
for newly arrived migrants by easing their transition inte the urban
milieu. In the Puerto Rican shanty town, friends and relatives of the new
migrants help them to find a home and a job, to locate urban facilities such -

as the school and hospital, and to establish new social contacts in the urban

1Ernestine Friedl, "The Role of Kinship in the Transmission of National
Culture to Rural Villages in Mainland Greece," American Anthropologist
61 (1), 1959, p. 31.

2Friedl, "Lagging Emulation in Post Peasant Societies," American
Anthropologist 66 (3), Part I, pp. 572-574.

31bid., p. 570 Q
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area.l 1In this way, older urban residents help to hasten the incorporation
of newly arrived migrants into the urban centers of the society. The result
is to level cultural differences, which might be maintained intact in the
rural area, and to encourage the development of a new, national culture
based on universally recognized values and standards. Seen in this light,
migrants can be considered an important tool in the process of national
integration, which those who deplore the rush to the cities in the under-
developed areas might well take into account.?

Before gcing further it will be helpful to pull the strands of this
argument together. Development at the national level involves the progres-
sive differentiation of institutional structures along a series of single
dimensions, and accompanying this process are the changes in behavior and
ideology that participation in the new institutions requires. The institu-
tional changes typically originate in urban areas and spread out to villages.
The systematic sequential differentiation at the national level is paralleled
at the local level. Similarly the institutional differentiation in the
community is accompanied by the adoption by individual members of urban or
national behavior, culture and ideology. 1In a sense we could say that
behavior and value patterns become differentiated as well. Further, the rate
of change of the articulation process appears to be progressive; that is, as
communities ir~rease their national institutional base and the members be-
come part of a wider national consensus they become increasingly able to
absorb new institutions and more of the national life style.

The connection between individual-level change and social structural
change can perhaps be made clearer by pushing the argument a step further.

Culture can be viewed, at & quite general level, as a system of shared

licken (safa), pp. 78-79.

2See also the analysis in Chapter 5.
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meanings attached to social objects. These meanings arise from infor-
mation concerning these objects communicated from one individual to another.
A social system can thus be considered as an organization for the orderly
processing of such information. Following this line of argument Frank Young
has defined differentiation as '""the capacity of a system to process diverse
types of information."1 The more differentiated an institutional system,
the more iufirmation he can "pr-cess," that is, the more information h: can
understand and make use of. Innovations, whether at the institutional or
individual level, can be viewed as new information. Thus, whether an indi-
vidual or a community will accept an innovation, be it a new institution, a
new behavior pattern or a new ideology, depends upon the present level of
differentiation, the present ability to process information. This makes
more understandable the empirical finding of the Youngs mentioned above,
that highly differentiated communities accept more innovations than their
less differentiated counterparts.

Planned development schemes also contribute to the differentiation of
communities, both in terms of adding new institutions and in terms of acceler-
ating the development of a more heterogeneous population. Since, as we have
shown, development schemes tend to favor certain sectors of the society
more than others, differential benefits also accrue to individuals or groups
within the local community. For example, Berreman describes an Indian village
where the community development program, because of its emphasis on increasing
agricultural productivity, benefitted primarily the high caste Hindu farmers
and neglected the untoucable artisan caste, who naturally felt excluded from

2

the program. 0f course, any change presupposes a predisposition on the part

of the peasant to adopt new methods and techniques, which Wolf tells us is

1

Frank W. Young, Berkely A. Spencer and Jan L. Flora, '"Social Differenti-
ation and Solidarity in Peasant Communities" unpublished, mimeo, Cornell Uni-
versity.

2Gerald Berreman, "Caste and Community Development" Human Organization,
Vol. 22, No. 1, 1963
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not common in closed corporate communities. But the development schemes’
themselves may be conducive to a change in the peasants' attitudes bv encourag-
ing individual mobility and wealth accumulation. All Vastern development
schemes are implicitly based on the Protestant ethic in their emphasis on
individual initiative and personal gain at the expense of family and community
ties.

In the '"open" community, as Wolf describes it, individual accumulation of
wealth is both permitted and expected. The open community lends itself to
rapid shifts in production techniques and other developments because the
adoption of new methods is a matter of individual initiative without any
serious interference on the part of the community. The peasant can decide
to send his son to high school, or to plant a new seed, without consulting
his neighbors or obtaining their sanction. He is forced to be more out-
wardly oriented than the peasant in the closed community because he relies
heavily on outside sources of credit to finance his production of cash
crops. The risks attached to cash crop production often spell downward
mobility for both the peasant and his creditor, so that the .open community
is characterized by a repeated '"circulation of the elite" not found in the
stable, subsistence economy of the closed corporate community.

With the shift from the closed corporate community to a more open type
of community, there is a change in both ehe number and the nature of the
broker relationships, since the open community is institutionally more
differentiated and its members more heterogeneous. Peasants in closed
corporate communities may be involved in collective, highly personal rela-
tionships with a person of wealth and influence, usually a large landowner,
which often tend to maintain the stability and status quo of the subsistence

community. By emphasizing the superior nature of the landlord as opposed to

leric Wolf, "Types of Latin-American Peasantzry," pp. 462-465.
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the inferior nature of the peasants, status distinctions in the community are
reinforced and individual mobility is discouraged. The peasant in the open
community, however, is usually involved in a series of such relationships and
is rarely dependent wholly on one person. Thus, the southern Italian peasant
may have depended for centuries on the landlord to provide him with credit,
seed, fertilizer and other needs, but as the government bzgins to move into
these communities and new institutions take root, he establishes new forms of
broker relationships with the policeman, the tax collector, the mayor, the
political party representative and other public officials.l He also begins
to participate in natiornal-level institutions such as a school, a labor union,
or a political party, and the representatives of these institutions initiate
another new set of broker relationships.

The broker relationship established with a representative of national
level institutions is of a radically different order from the old landlord-
peasant relationship. Whereas the latter served to maintain the status quo
in the community, the broker from the natioral level institution represents
a mechanism for change in the local community. The peasant can use these
brokers to improve his position in society and to represent his interests
at the national level. Thus, institutions like the labor union or the
political party may be forced to air his grievances and to bring pressure
upon the government to recognize and meet his needs. 7The school offers
him a chance to learn new skills and to leave his traditional way of life
and seek new opportunities elsewhere. It is true that peasants may fail
to take advantage of these oéportunities or that national level institutions
may also be used to keep the peasants in a subordinate position. In the

case of Mexican peasants, for example, Wolf has argued that". . . the granting

1Edward C. Banfield, The Moral Basis of a Backward Society, Chicago: .
The Free Press, 1958, pp. 69-82, ()sa
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of ejidos tended to lend support to their accustomed way of life and rein-

forced their attachment to their traditional heritage.”1 However, the very

fact of collective representation at the national level through the ejido

program offers the possibility for change which did not exist previously;
ejidatarios now constitute a potential political force in Mexico, which can

be used by the government cr other political groups. This recognition of

his needs at the national level and their incorporatiorn into government

policy and programs is a sign that in Mexico, at least, the peasant is becoming

a fully integrated member of society.

To summarize, then, the process of national integration signifies the
loss of parochialism and social isolation of the local community and a
growing importance of formal national institutions and a special class of
brokers who mediate between these national level institutions and the local
villagers. The shift from a closed corporate community to an open community
is accompanied by:

1) a growing outward orientation on the p-rt of the villagers, signified
by the development of various kinds of "broker" relationships with
persons in the outside world:

2) the increasing importance in the community of cash crops and other
monetary institutions such as banking, credit asscciations, national
trade, etc.;

3) changing standards and aspirations in such matters as occupation,
education, prestige symbols, age and sex roles, and even attitudes
toward time, consonant vith the standards prevalent among the urban,
nation-oriented elite;

4) an emphasis on status and upward mobility, demonstrated through con-

spicuous consumption and wealth accumulation;

1Eric Wolf, "Aspects of Group Relations. . ." p. 1073.
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5) The growing differentiation of community members, which eventually leads
to the development of a number of subcultures in the community besides the
peasantry. The homogenerous, one-class peasant community is replaced by a
heterogeneous, multi-class community compoased not only of peasants, but
artisans, shopkeepers, white-collar workers, professionals, etc. With
time, the peasantry itself is transformed into an occupational category
and is no longer a distinctive subculture with values and ways of life it

can call its own.

Implications for Educational Development

We are now ready to turn to the implications of this analysis for develop-
ment planning, particularly in the field of education. While we have dealt
only briefly with education in the preceding theoretical discussion, the need
for understanding these theories of community structure and change should
become clear here.

Perhaps the easiest way to see the relevance of this analysis for
educational development is to take actual examples of schools at the village
level and examine their success or failure in the light of the theories pre-
sented here. Fortunately, Manning Nash has presented us with just such case
studies in a recent article on the role of village schools in the process of

1 While we will use the data Nash has

economic and cultural modernization.
given us for background material, our analysis will be somewhat different be-

cause we will examine the data from the viewpoint of the theory presented above.

1. The Village of Amatenango

Nash contrasts village schools in Mexico, Guatemala and Burma. The village
of Amatenango, Mexico, as Nasih describes it, is a Mayan community of some
several thousand persons, "a distinct local society, united by blood and

custom, living on its own territory and conscious of itself as

IManning Nash, "The Role of Village Schools in the Process of Cultural
and Economic Modernization," gocial and Economic Studies, 14 (1), 1965.
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an ethnic entity."1 It has some contact with the national society, but this

is minimal and frequently the result of direct government action. The efforts
of the Institutc Nacional Indigenista have brought a school, a clinic, a store
and credit society and piped water. Some of the inhabitants also have

ejido land near the community. Although they participate in the regional
market economy, the villagers have little interest in or direct contact with
the outside world. Referring to the Youngs' scale of institutional differenti-
ation, Amatenango seems to be in the second phase of institutional growth,
"traditional or representative contact."

It is not surprising, then, that the school has little impact on the
village. It is an agent of the outside world and transmits an entirely
different cultural tradition, alien to the Amatenangeros. It transmits
information which, at their present level of institutional and individual
differentiation, they are unable to accept and make use of. About the only
impact the school appears to have is in providing the men with a limited
fluency in the national language, which is useful to them in their contacts
with the outside world.

The school's isolation from the lives of the villagers of Amatenango
is heightened by the alienation of the schoolteacher.2 He has little to do
with the village population and feels no identification with them. Conse-
quently he cannot and does not act as a broker for the village; only a person
with links to both the national and community level can serve in this role.

It would seem that the only real brokers in this community are a few former
graduates of a boarding schocl established by the Mexican government, all

of whom have returned to reside in the village. These graduates now form

llbid., p. 133,

21bid., p. 135.
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somewhat of an elite in Amatenango, and hold top offices in the cofradia,
the village's self-governing civil-religious hierarchy.

Nash cites the successful example of these boarding school graduates as
proof that education in this type of closed community must be "withdrawn
from community constraints'" to have any effect on the villagers.2 That is,
as long as the school operates within the community setting, students are not
free to open their minds to a new and different cultural tradition and they
must therefore be physically removed from the village for education to have
any impact,

So drastic and costly a solution would obviously be unacceptable to
most educational planners -~ as well as most villagers. They would not want

their children taken away to school at an early age, and be deprived of
to seeatheir help at home and in the fields. To establish boarding schools
on the elementary school level would clearly be very costly because of the
mass of children involved, and to limit this to a select segment of the
elementary school population would only reinforce the elite base of the
society. It would seem that only at the secondary school level might
boarding schools become a feasible alternative, since the number of students
involved is usually much smaller and they often require specialized or
technical training which can be given most efficiently and economically in
centralized boarding school setups.

If boarding schools are not a viable alternative, what then can be domne
for the elementary school children of a community like Amatenango? Perhaps
closer attention could be paid to the curriculum go that it bore more
relationship to village life. More emphasis could be given to Mayan heritage
and custom, and to sports and other recreational activities in which village
children traditionally participate. The school could become a center of village

life by serving as a meeting place for the cofradia and other traditional

1...
Ibid.
- ’0

0]
2¢bid., p. 136. \
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village activities and by participating in village fiestas such as the feast
of the patron saint. This is most definitely not an argument for a special
form of rural education, such as "basic education," "fundamental education,"
or "community education," for the establishment of separate curricula for
ethric or regional groups is likely to itensify cultural differences at the
expense of national integration in that it provides an avenue for intel-
lectualizing and rationalizing the importance of primary group loyalties over
and above national loyalty. It is nevertheless possible to make use of the
local culture in choosing instructional examples and illustrations and to take
cognizance of local ceremonies and important events, all within the framework
of the national curriculum. The school, by first capturing the attention of
the villagers through attention to local tradition, can then introduce them
this the
to a new and somewhat alien way of life. Inaregard,apersonality of the
schoolteacher and his rappdrt with the villagers is, of course, very
}.mportant .

Amatenango already shows several signs of change. The fact that the
boarding school graduates ;are looked up to as leaders in the community is
evidence that the value of education is to some extent recognized and
respected, If this were a completely closed community, these persons would
be treated as deviants. It is also important that they have remained enough
a part of village life, despite their superior education, to act as mediators
between the villagers and the outside world. As more villagers recognize
the prestige attached to this broker role, and the benefits to be gained from
knowing how to deal with the outside world, the perceived value of education
may increase. The school will be able to assume its full role in drawing

students into the national framework, however, only when the village reaches

a higher level of institutional and individual differentiation.
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2. The Village of Cantel

The second community Nash describes is located in the highlands of
Guatemala and is, by Wolf's description, a far more "open" type of community
than Amatenango. Compared to the latter, the village of Cantel is more
populous, contains several subcultures besides the peasantry, particularly
an important artisan class, and bilingualism is far more widespread,
Above all Cantel is the site of a relatively large factory, which has
opened new job opportunities to the villagers and .provided them with new
links to the outside world.1 Institutionally it is much more differentiated.

One index of the "openness'" of Cantel is to be found in the occupational
aspirations of its school children. As Nash points out, their marked
preference for artisan and specialist occupations shows a dec: ded break
with traditional community roles and ties.2 Since most of these occupa-
tions could not be exercised within Cantel, the children, in choosing them,
have indicated their willingness to risk their futures in the outside world,
In Young's terms, they are capable of processing more information; certainly
much more than the older generation of Cantel, who were less willing to
undertake new occupational roles, which would involve leaving the village and
learning new skills. The older generation were hesitant to risk their
investment in village life for an unknown return in the outside world. As
Nash explains:3

"In local communities, the village school begins to instill

different values from those of the local community, but adult-

hood, the claims of mundane life, the competition of the known

with the unknown, and the absence of supporting institutions

beyond the schools (italicg supplied) makes these values, in
most instances, atrophy and disappear."

Nash has here recognized a very important implication for educational

policy makers and planners; namely, the need for institutions besides the

1Ibid.

21bid., p. 137.

31bid., p. 138,
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school to reinforce the values transmitted through the educational system.
Peasants must see the utility of education in terms of new job opportunities,
in terms of the ability to read a local newspaper or understand an official
document, or in terms of growing a better crop or selling more products at the
market. They must participate in other institutions which instill a national
ideclogy, such as the army, political parties, labor unions, land reform

and other development programs., Education alone rarely if ever can ''open up"
a community; it is only one part of the larger processes of differentiztion
and articulation; it must be part of a holistic program which includes the
improvement of trade, transportation, communication, and other mechanisms
which link the local community to the outside world.

Nash also cites the lack of government support as another reason for the
failure of the schools in Cantel to act as major catalysts of change in the
community.1 Here he refers not only to the lack of financial support, in
the form of textbooks, teachers' salaries, school buildings, etc., but also
to the lack of a clearly defined govermmental policy for the incorporation
of Indian communities into the national state. While the government would
like the electoral support of these Indians, it fears that the growing
political consciousness of this submerged majority may be turned against it
and used as a potential force to bring about major changes in the political and
social structure of the society. Thus, as Nash points out:2

"The schouls are not seen nor used as catalysts in social

change, but are confined to transmission of the elementary skills,

some patriotism, and some minor facts about history and

geography."

In most underdeveloped countries, the politicalization of a submerged
sector of the population poses a major threat to the existing power structure

of the society. Effective political power is, in most cases, still concen-

1Ibid., p. 137.

21pid.
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trated in a small elite group, afraid of losing its historic privileged
positién. Yet national integration ;annéﬁ be truly achieved without broaden-
ing the base of political support. As Deutsch has pointed out, the process
of "social mobilization' brings with it an expansion of political participa-
tion and increased demands for government services and expenditure.1 Thus

the government must choose between safeguarding the rights of a privileged
minority and broadening the base of its political support to incorporate all
segments of the society within the national political consensus.

If the government succeeds in winning the support of this new electo-
rate, it can greatly strengthen its own political position. It can establish
direct links with this rural population and thus subvert the power of the old
urban elite. But to do so, the government must embark upon a bold new
program involving a radical change in public policy and a rapid extension
of government services. It must institute programs of tax reform, land
reform, and welfare services, and it must modernize its educational system
so as to serve the needs of this new electorate. By extending education
arnd other services to this heretofore neglected population, the government
can reach a much wider population than the small urban elite upon whom it
traditionally depended for support. The school, like the political party,
may serve as an agency of indoctrin ation for the national government,
imbuing the students with its political aims and values and teaching alle-
giance to the national state.

However, if the government chooses to ignore the demands of this
potential political force and to confine itself to a traditional elite base
of political support, the school may serve essentially as a mechanism for
maintaining the status quo in the society. As in Guatemala, it will
concentrate on traditional curriculum and teaching methods and fail to

prepare its students for new tasks in the outside world, It w3ill not extend

1Karl W. Deutsch, "Social Mobilization and Political Development," in
American Political Science Review, 55 (3), 1961, pp. 498-502.
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the horizons of the students beyond the confines of the local community by
emphasizing the history of that society and its place in the modern world.
Thus, only if the government adopts a conscious program aimed at the incor-
poration of all peoples into the national political framework, and sees
education as an instrument of that policy, can the school serve as a nation-

building institution.

3. Two Burmese Villages

The effects of village schools in two Burmese villages provide an
instructive contrast with Amatenango and Cantel. The situation of the
Burmese village studied by Nash is markedly different from that of the two
just considered:

Unlike Meso-America, the villages and communities of Upper

Burma are not distinct cultural entities, rather they are variations

on a common regional culture, located expressions of cultural organiza-

tionof a tradition deep and widespread in the region. Further, villages do

nothave the restrictive, bounded social corporateness of Meso-

American Indians. These villagers are inhabitants of a country known

to them, the rural extension of Burmese soeiety and culture.
These villages then are already well articulated with the traditional
national culture. The government has set itself the task, at least on
paper, of promoting the establishment of a modern socialist welfare state,
which will require a much greater degree of institutional differentiation
at both the national and the village level and the development of a new
consensus. Thus the goal is the articulation of the villages with the new
national institutional framework and ideology. The problem then is different
from that faced in Meso~America, where local communities have only recently
begun to be incorporated into the national framework, traditional or modern.

The first of these two Burmese villages described by Nash is identified

only as a "mixed-crop village.”2 It is relatively much wealthier than a

libid., p. 139.

21pid.
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village such as Amatenango, has two schools, both a government school and a
traditional monastic school, and virtually all the children who are eligible
are enrolled in one or the other. 1In spite of this high attendance rate,
however, these schools do not serve to articulate the village with the modern
sector of the nation, and, as presentely constituted, do not appear likely to.
Both village schools are an integral part of the traditiomal culture.
Buddhism has traditionally placed high value on literacy and for centuries
monks have taught a minimal amount of reading and writing to the peasantry.
The teacher, in traditional Buddhist belief, is one of the five great
objects of honor. He is the repository of a fixed body of traditional
knowledge. The teachers in this village fulfill this role-expectation.
Students are expected to acquire knowledge letter-perfect; feats of memory,
long recitations and knowledge of standard answers to standard questions
are rewarded, Teaching is a very much a rote affair. Students are not expect-
ed to innovate, nor to challenge or question either the teacher or the body
of knowledge. These schools are thus agencies for the transmission of the
traditional culture. They are '"not detached from other educative agencies
of the community" but are "only an extension of a local society teaching
its young to be members."1
That the schools are only one of a variety of traditional socializing
agents is reflected in the attitudes of the villagers toward them. Although
education in the abstract is valued, little actual support is given, and
even that is conditional upon the schools fulfilling traditional expecta-
tions. Thus attendance is irregular, as almost any household or religious
task is considered more important, and girls receive less education than

2

boys. These schools are most definitely not modern institutions. Even

Iipid., pp. 140-41.

21pid., pp. 14l.
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though one of them is supported by the government they are in no sense
parts of the new national institutional system, And, indeed the little
support given by the villagers appears to be conditional upor their remain-
ing outside the new system.

The monks in the religious school are clearly not brokers for the new
institutional system, their job being to transmit and reinforce the tradi-
tional culture. The teachers in the government school might be able to serve
as brokers but the village is not ready to accept them in this role. As in
Cantel, lack of government support complicztes the problems of these teachers.
Not only are they poorly compensated for living a life almost of exile, but
they are at the bottom of a complex educational bureaucracy which is more
responsive to political currents than to their demands.

Nash finally describes a Burmese village which makes ;its living by wet
rice farming., Here a single school, with a single teacher, plays precisely
the same role as those in the mixed crop village. The only important differ=
ence between the two villages is that this one is very poor; its inhabitants
have difficulty living even in the modest style of the Burmese peasant.1
This poverty is reflected in low school enrollment, and sporadic attendance.
In relation to this, Nash makes a crucial point:2

There is a prevalent belief that money and means would solve

all the ills of local education. What increased investment would

do, in the absence of social and cultural change, is merely to

shift schools like the one in the rice village toward the full

achievement of the Burmese pattern as exemplified in the mixed

crop(village).
So we return once again to the most important implication of the theory
presented in the early portion of this chapter. The school is able to do

little in isolation from other national institutions. Its ability to serve

as an articulating agent between the village and the nation is dependent upon

l1bid., p. 142.

21bid.
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the level of differentiation, both institutional and individual, in the commu-
nity it is to serve, and upon the will of the national government to use

education as a nation-building instrument,

SUMMARY AND CONCLUSION

-

The theoretical substance of this paper represents a synthesis of several
conceptions of the community-nation articulation process. We¢ nave attempt-~
ed to apply these theoretical concepts to an understanding of the role of
education in the process of national integration. We have stressed the role
of education in inculcating a national ideology in its students by teaching
them about the nation's history and heroes and by extoling the aims and plans
of the present political regime. The school serves also to prepare students
to participate in this new political order by equipping them to work as
civil servants, politicians, labor union leaders or in other bureaucratic
posts. Above all, the school subjects all students to a common set of
cultural norms and values.

By way of summary, it may be worthwhile to repeat here some of the
principles which educational planners should keep in mind as they attempt
to use education as a nation-building institution in these newly emerging

states. Four principles appear as the most important:

1. The distinction between closed and open communities.

It should be cvident from our discussion that education will have a
very different impact in closed and open communities. The open community,
being more differentiated at both the individual and the institutional level,
is likely to be more receptive to education, viewing it as a means of
upward mobility and as a means of learning more about the larger society.

Therefore, an initial educational development scheme in an underdeveloped
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area might well start with such communities, since the possibilities of
success are much greater than in closed communities.

The closed corporate community represents a far more difficult challenge
to educational planners. There are those who argue that the best way to
deal with these insulated communities is to assault them with the most

modern techniques and innovations, that the very contrast with their tradi-

tional way of life will be more appecaling than a gradual, evolutionary change,
Others maintain that it is important in a program of planned educational
change to demonstrate respect for local traditions, to build upon the
people's knowledge of their own local customs and institutions arl to show
them the similarity between their beliefs and practices and those in the
larger society. Thus, in order to adopt a more universalistic set of
values, the closed community need not break completely with past tradition,
but must widen its sphere of reference to include larger and more inclusive
groups in the society. As Geertz has pointed out: '"The integrative
revolution does not do away with ethnocentrism; it merely modernizes it."1
But the virtue of a gradual, evolutionary approach in a program of
planned educational change versus a radical, massive transformation is a
tactical argument to be settled through practice and experimentation. The
important point to recognize here is the differential role of education in
open and closed communities, and the necessity of assessing and taking into

account the local level of differentiation.

2. The importance of the broker role

A second principle which emerges as very important to educational
planners is the significance of the broker in the process of articulating
village communities to the national society. 1In particular, educators

should recognize the ways in which the school can promote the development of

1Geertz, p. 154,
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a broker class in the local community. The schoolteacher himself serves as
one of the most important brokers in relating the community to the larger
society. He is an agent of a national institution, and he is usually an
outsider who was born and educated in a different area of the country, and
thus embodies a somewhat alien cultural tradition; but at the same time he is,
by virtue of his superior education and official position, almost automatically
a member of the local elite and as such, his attitudes and way of life may be
looked up to by the local villagers as a model for their own behavior.1 Thus,
the personality of the schoolteacher and his rapport with the villagers are
crucial factors in determining the success of planned educational change in
local communities.

Students, too, come to form part of the elite of these communities,
and thus become the leaders who direct the pattern of change along certain
lines. Graduates of secondary schools and other forms of higher education
are often forced to leave the local community in order to occupy néw posi-
tions in the larger society; but if they continue to maintain close contact
with their home community they help to relate this larger world to their
former fellow villagers. Even if they remain in the community, the new concepts
they have learned in school and the new social contacts they have made
serve to establish new links between the local community and the outside
world.,

Education has been blamed for contributing to the exodus from the rural
areas to the cities because migrants are often impelled to test their newly
acquired skills in the urban area, which offers greater and more diverse
job opportunities than the small rural community. In addition, education,
simply by teaching students about the outside world, makes them anxious to

see and know more about it. While this charge is probably correct, it is

1See Friedl, op. cit., p. 579.
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also true that educated migrants come to the city more prepared to withstand
the demands of a new urban way of life rhan those who arrive with no skills
and no knowledge of how the larger society operates. The formers' adapta-
tion is easier, and therefore less troublesome to the authorities who must
provide these migrants with services and other forms of aid. At the same
time, as we have seen, these migrants can provide new links between the
urban and rural sectors of the society, and introduce new beliefs and
practices to their hometown community. The importance of migrants in pro-

moting the process of national integration should not be overloolked.

3. The need for supporting institutions besides the school.

This principle has been fully explained previously. We wish merely to
emphasize here the need for education to be part of a comprehensive develop-
ment plan, even on the village level. It is totally unrealistic to set
up a new school in a community and expect it alone to alter the villagers'
way of life and outlook. Under these circumstances, the school either has
no impact on the local populace, or it too loses touch with the mainstream
of national culture and becomes merely a mechanism for perpetuating the
status quo in the community.

Education, to be effective, must be linked into other institutions which
give it meaning and value. TIf the school is to prepare students for new
roles in the national society, there must be possibilities for these students
to participate in that society through job opportunities, political posts,
the administrative Structure, etc. Villagers must become aware of the outside
world through various media besides the schools such as the political
party, labor union, agricultural cooperatives, etc. Only through participa-
tion in a number of national-level institutions can villagers become fully

integrated into the life of the national society,
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4, The importance of government support.
An effective policy of national integration rests heavily on govern-
ment support. As Adams has pointed out, the impetus for the development
and integration of local communities must come from the national level,
It is the government that provides the techniques, implements, credits,
and education on which development is based. Therefore, development on the
community level presupposes some degree of development on the national 1eve1.1
Morecver, there are many alternative ways of becoming "educated,"
particularly for those who are beyond formal school age. Migration can
be interpreted as a mechanism whereby people are exposed to multiple
perspectives and thus get educated. Similarly, visiting the city, or
having relatives there, or being in a community that is a stopping point for
outside traffic or other communications, can all be viewed as educative
mechanisms. Political activities and religious organizations, particularly
small sect movements such ac the pentecostals, may also educate. Another
example is the kind of education that goes on in small shops and factories.
In communities such as the Burmese villages described by Nash, where the schools
and teachers are part of the traditional system, it might be wise to concentrate
first on trying to harness the educative potential of these sorts of institutions.
And even in communities where the school is a modern institution it would be
foolish not to try to use other institutions to accomplish as much of the
educational job as possible. In short, the school must be viewed as one of
many institutions, which should all be harnessed together if each is to make
its optimal contribution to the process of national integration.
It is clear that communities cannot develop in isolation from the national
society, for development implies closer articulation of the local community

with the national society, through which villagers gain access to markets,

1Adams, Pp. 5-9.
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systems of transportation and communication, educational facilities, etc.
But community development is not a sinple funneling down process from the
national level, as Adams would seem to suggest. Some ''grass roots" develop-
ment must take place for the community to be integrated into the national
society. On the political level, for example, it is mainly through partici-
pation in local self-government that villagers begin to participate in the
national political structure. Thus, the cause of national integration may
actually be served by strengthening the local autonomy of village communi-
ties rather than by concentrating all power in the hands of the central
government. Similarly, the dependence on outside sources for credit, markets,
implements, and techniques increases as the community turns from subsistence
farming to cash crop production. It is true that the government may supply
and coordinate these needs, but it does so in response to a demand emanating
from the local communities.

Seen in this light, national development is a two-way process, whereby
communities develop through closer articulation with the national society, and
the national government increases its power as it establishes direct contact
and control over a wider range ¢.” local communities. It would be a mistake
to limit development to either the local or national level. For just as
communities cannot develop in isolation from the national society, so the
national government which cannot reach the local community is doomed to
failure in its development plans. Development should therefore concentrate
on programs which build up links between the national and local levels.

And as we have seen, this is a process in which education can play a vital role.



CHAPTER &
POPULATION AND EDUCATION

The structure, size and growth of a society's population obviously
affects education. If population is expanding more rapidly than educa-
tional facilities and personnel, then the enrollment ratios, literacy
rates, median school years completed, and other measures of educational
attainment will tend to fall. If a population is stable, any increase in
educational facilities and personnel will tend to raise levels of educa-
tional attainment in the society. All that this implies, of course, is that
for educational development to occur, educational facilities and personnel
must expand more rapidly than the school-age population. As an exception
it is possible that increased efficiency in the use of existing resources
may promote educational development even if the growth rate of educational
facilities and personnel is somewhat lower than the growth rate of school-
age population.

The resources which a society devotes to increasing its educational
output will, of course, not be available for other uses (assuming that the
society is utilizing its resources fully). There may be some countries
with such rapidly growing school-age populations that even a very high
concentration of resources on educational expansion may still not allow a
rate of educational expansion which will engender much educational develop~
ment. On the other hand, there are societies where, if only a small
proportion of the society's scarce resources is devoted to educational
expansion, a rapid rate of educational development may be forthcoming.

For some countries the achievement of universal primary education

would be an accomplishment of formidable magnitude. FPor example, the
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problem of finding the resources to educate 113,000,000 primary school
children in India by 1981 is extremely sobering, especially in light of

the fact that India's per capita product at that date is very likely to

be only about one-thirtieth that of the wealthier western countries.
Pakistan will have to expand its primary educational facilities by some
eight times to reach the 100 percent goal by 1981.1 When a wealthy country
such as the U. S. only increased its educational expenditures by four times
between 1945 and 1960,2 it seems that there may be, of necessity, certain
priorities which will prevent by the target date achievement of universal
primary education in nations such as india and Pakistan.

These societies, like all others, must decide if their limited resources
should go to meet these educational targets and if so, how much to various
levels, how much to buildings and equipment, and how much to personnel.

It also must decide whether it will favor one kind of education (e.g. tech~
nical) over competing types (e.g. humanistic).

Is there a general rule for rationally deciding such questions?
Economists argue that rationality is best served if one type of resource
allocation is carried to the point where the gains to be derived from this
allocation are equal to the gains to be macde from all other competing
patterns of allocations. Thue, as long as gains to be made from allocating
resources to education are greater than gains to be made elsewhere, further

diversion of resources to education is rational, but when gains from

13, Miner and E. S. Solomon, "Implications of Population Trends for
First-Level Educational Programmes," United Nations, Asian Population
Conference, New Delhi, India, December, 1963.

2y, s. Bureau of the Census, Statistical Abstract of the United
States: 1963, Eighty-Fourth Edition, Washington, D.C., 1963, p. 351,
p- 113.
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educational allocation are less than gains in other areas, educational
allocations should be reduced. As a principle of action this is a senmsible
approach, but there is one very great problem. How does one measure
“"gains"? If the "gain" to be realized is a short-term increase in the
total product in a society, then one set of allocation decisions may be
rational, but, if the gain which is of major concern is a somewhat longer-
term increase in per capita product, then another set of decisions may be
bettef. This distinction would be particularly striking if educational
expansion were thought to be clearly associated with lowered fertility,
thus making necessary less allocation in some future time on population
per se. Also, if the pattern of allocation affected evolving institutional
arrangements in a manner which made more, rather than less, future produc-
tive investment likely, then "gains" might be considered in a different
light. 1In the words of Leibenstein, "an appropriate investment policy
must take into account not only the magnitude of the net output stream
. + « but also what happens to that output stream."l

The same line of reasoning would apply to decisions made within the
area of educational allocation once the amount of that general allocation
was determined. Would an emphasis on elementary schooling engender the
greatest gains or would secondary schooling? Or college? Would greater
increases in plant or in personnel be more profitable? What about the
gains to be realized from sex education in schools or adult contraception
control educational eiforts?

If one ignores the possible differential effect of various patterns

of allocation on future population growth and also on future institutional

1Harvey Leibenstein, Economic Backwardness and Economic Growth,
New York: Wiley, 1963, p. 266.
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arrangements, it is a relatively simple matter to work out an educational
plan which is adjusted to short-term projections of population growth --
such projections based on demographic data from the immediate past. The
educational plan can proceed on the assumption that manpower needs will
relate to future target figures for GNP in a way which can be predicted
from the relationships which have held in the immediate past. Table 1

presents some hypothetical data which illustrate this metkod.

Table 1

EDUCATIONAL STRUCTURE OF AN HYPOTHETICAL LABOR FORCE

IN THE PRESENT, THE PAST, AND IN THE PROJECTED FUTURE*

Educational level 10 years 5 years Present Target Target
of labor force ago (000) ago (ooo) year (000) 5 years 10 years
hence hence
(000) (000)
No school 523 537 580 607 636
One to six years 580 686 781 909 1220
Six to twelve years 75 103 149 218 469
Twelve years or more 11 15 22 30 61
Total labor force 1189 1341 1532 1764 2049

Gross National Product
in constant dollars 7969 10690 13932 18822 25428
(in billions)

*Source: Hector Correa, "Educational Planning: Its Quantitative
Aspects and Its Integration," Paris: International Institute for Educational
Planning, Unpublished working draft, August 27, 1965, Chapter VII.

Target year figures for the educational achievement of the labor
force are arrived at by projecting into the future the trends established

in the ten years preceding. Instead of using productivity figures (product

per man), the inverse of this (man per product) is calculated for each
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education level ten yearé ago and five years ago. Then the rate of change
in this inverse productivity for each educational level is derived. The
general target figure for production in target years 5 and 10 are known, as
are over-all labor force projections. All that is necessary is to arrive
at the projections of the educational components of the labor force by
assuming that the trend in the inverse productivities of the educational
groups in the labor force (known for 10 years) will be continued into the
future. Then the relationships between educational levels in the target
years labor force becomes determined. When one knows the desired educa-
tional attainments in the labor force five and ten years hence, it simply
is a matter of expanding the educational sectors for those now coming into
the relevant school ages, by an amount which will insure that the labor
force in five years and in ten years will have the required amount of
schooling.

Manpower projections may give to those concerned with educational
planning some quantitative guidelines to follow, and it will assuredly
make them more aware of total population growth and of changes in the
structure of population. All this is likely to make the general process
of adjusting educational plant and personnel to population a somewhat
more rational process. But such projections really do not tell those in
a pocition to influence decisions whether a lesser or greater effort to
educate particular age groups or all age groups would have engendered
greater or lesser benefits in regard to long term economic per capita
growth.

While many of the effects of population change on education are
rather obvious the reverse is less so. What effect has education on the

size of a society's population? Or, to break the question down, what
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effect does education have on the number of live births, the number of

deaths and the amount of migration into and out of the society?

The Effect of Education on Fertility

It has long been a commonplace to assume that increasing amounts of
education tend to reduce fertility among those groups which are its bene-
ficiaries. Many, but by no means all, empirical studies of the relationship
between educational levels achieved and fertility seem to bear out this
assumption. A survey of some of the available data on the subject might
well be divided into three areas of concern: 1) differential fertility by
education levels among various nations; 2) differential fertility by educa-
tion levels among and within various regions within countries; and
3) differential fertility by education levels within particular societies ==

by sub-groups (other than regional) or within the whole society.

Differential fertility by educational achievement among various

nations. According to the available data, it appears that those countries
which are able to school the great majority of their people are also the
countries with the lowest birth rates. Using literacy rates as a measure,
it seems that virtually all nations of the world which have achieved
literacy rates of 85 percent or above now have birth rates below 25 (with
a median of 18.7), while all those nations (on which any fertility data
are available) with literacy rates below 40 percent have birth rates above

40 (with an approximate median of 44-48).1

lpata for these calculations were taken from Bruce M. Russett, et al,
World Handbook of Political and Social Indicators, New Haven: Yale University
Press, 1964, pp. 222-224 (for literacy rates); and Population Reference
Bureau, Population Information for 129 Countries, Washington, D.C.: 1964,
Data Sheet (for birth rates). All birth rate figures are for the latest
available year and in no case from before circa 1960. It is a reasonable
assumption that all birth rates not listed for the low literacy countries
are above 40,

\-\R
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Of course, the countries with a high proportion of their population
literate are characterized by a number of other attributes which contribute
to their relatively low birth rates: higher per capita production, more
urbanization, and a more advanced level of education. The higher level of
education is even more strikingly evident on such measures as percent of
population aged 15-19 and 20-24 in school.

In order to take some account of factors other than basic literacy,
data presented by Harbison and Myers were used. ! Using a composite index
which includes both secondary and higher education enrollment ratios,
Harbison and Myers placed 75 countries in four levels of educational
development. Data on GNP per capita and percent in agriculture were also
given for these countries. To relate population to the various levels of
educational development, birth rates, total population, and annual rate of
population increase since 1958 were added to the Harbison and Myers data.

Birth rates per 1000 population in Level I countries are high
(mean = 45-52) and do not fall significantly when general educational
development reaches Level II accomplishment (mean = 44-48) . Furthermore,
the range of birth rates is narrow at both levels. There is some decline
in the mean or median birth rate (31 and 32 respectively) when the educa-
tional development reaches Level III and among these Level III countries
there is great variability of birth rates (range 13.1-49.9), Finally in
Level IV countries the mean and median birth rate drops to 20 and the
range of variation is much smaller. Until Level III is reached there are

no countries with low birth rates. The Lavel III countries with low birth

1Frederick Harbison and Charles A. Myers, Education, Manpower, and
Economic Development, New York: McGraw-Hill, 1964, pp. 23-43. TFor a
fuller description, and evaluation, of this werk see chapter 7.
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rates are in Eastern or Southern Europe; the high birth rate Level III

countries are in Latin America or East or South Asia. The Level IV countries

are in Europe or European settled areas plus Japan,

Among the 21 Level III countries are five European countries which have
over 45 percent of their populations in agriculture but which have birth
rates under 25 (Poland, Yugoslavia, Hungary, Portugal, and Spain), and
three Latin American countries with less than 45 percent of their popula-
tions in agriculture but with birth rates over 30 (Venezuela, Chile, Cuba).
In order to see what happens to birth rates in those countries in the
Harbison and Myers data where educational advance has been either relatively
more or relatively less rapid than urbanization, the 17 countries which
seem most characterized by these trends were considered separately.

Countries which have become educationally developed to a degree
significantly in excess of their relative urbanization have lower birth
rates than countries which have urbanized relatively more than they have
developed their education. However, nearly all the countries in the former
category are European and nearly all the countries in the latter category
are Latin American. It could be that qualitative aspects of the cultural
dissimilarities between Europe and Latin America are more significant
factors in the differing fertility of these two sets of countries than are
differences in educational development.

A similar question arises concerning the possible effects on fertility
when countries advance relatively more rapidly economically (as measured by
GNP per capita) than educationally and vice versa. For example, birth
rates are substantially lower in those countries which are relatively more

advanced educationally than economically as opposed to those countries
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where the reverse is true. This pattern, further, did not appear to be
influenced by geo-cultural area.l
This data suggest that at certain stages, educational advance may be

more birth depressing than economic advance. Of course, there is rarely a
long-lasting gap between education and economic levels. However, if a lag
in one type of development is to occur in a country, it is possible that
at some stages a lag in economic output may be the lesser evil. For
permanent and steady development it may be that the barvier of high fertility
is the most difficult to overcome, and the type of social development most
likely to overcome it may be more worthwhile than any other in the long
run. As Leibenstein says:2

One cannot argue . . . that iginc§7, on the basis of

historical evidence, fertility decline is a consequence

of economic development, we need not worry about birth

rates. The reason why this approach is fallacious is

that the economy might not have experienced sustained

development if fertility rates had not declined at some

crucial stage during this experience. One need not impute

the absence of a barrier simply because the race is of

such a nature that the barrier cannot be seen when it is

successfully overcome.

If economic development typically cannot sustain itself without

fertility decline at some point, it may be that those countries which,
from the beginning, can combine per capita production gains with equal

or even more rapid educational gains are most likely to ensure the required

decline in fertility at some stage.

1Harbison and Myers, op. cit., pp. 23-48; and Population Reference
Bureau, Population Information for 129 Countries, op. cit.

2Harvey Leibenstein, Economic Backwardness and Economic Growth,
op. cit., pp. 168-69.

4'\4 *
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Data dealing with educational and fertility measures for twenty Latin
‘American countries were used to test further the relationship between these
measures cross-nationally. Correlations between measures of fertility and

education are presented in Table 2.

Table 2
CORRELATION BZTWEEN EDUCATICNAL VARIABLLS AND FERTILILY,

20 LATIN AMERICAN COUNTRIES, AROUND 1950

— o ot —

rercent Percent 5-1/ Pevcent: £-14 ifccn Post-
illiterate in primary secondary vears  primary
. ratio
Child-womaa ratio .33 -.31 ~.41 ~.29 -,18
Crude birth rate .61 -.62 -.70 -. 51 -.31
General fertility rate .51 -.52 -.63 -.%6 ~.30
Total fertility rate A48 -.48 -.60 ~. 40 w27

*GSource: Unpublished material supplied by Professor J. Mayone Stycos,
Director of the International Population Program, Cornell University.

The highest correlations were between géneral and total fertility rates
ard the crude birth rate as related to measures of current educational achieve-
ﬁents (enrollment ratios and literacy rates) rather than past educational
achievements (mean school years completed and the percent of total population
with post primary education). This result implied that other factors related
both to fercility und educational development were operative. The most
obvious was urbanization. When urbanization was correlated with crude birth
rates and illitevacy the results were -.80 and -.77 respectively. The
partial correlation of illiteracy and the birth rate {simple correlation ,61)
drops to .03 when urbanization is controlled, and that betwe~n urbanization
and the birth rate declines only from -.80 to ~-.65 when illiteracy is con-

trolied. This is strong evidence, at least in Latin America, that interrational

X
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fertility differences are tied more closely to urbanization than to education
per se. However, if similar comparisons in other parts of the world were
made, such a result would not necessarily be forthcoming. Visual observa-
tion of a graph of birth rates, percent urban, literacy, and enrollment
ratios among 16 European countries indicated that correlations were very

low whether percent urban - birth rate or educational measures ~ birth rate
were considered.

Apparently educational development in the near future in the countries
of the world with low enrollment ratios and literacy is not likely to have
much influence on fertility. Only when nations have come rather far in
educational development do further advances in education seem to be
associated with reduced fertility. Educational development of the magni-
tude that would quickly push them into advanced Level TII or Level IV
positions (using the Harbison and Myers index) cannot be reasonably
projected for countries still at a Level I or II position. In countries
already having Level III status in educational development, further educa-
tional advance is likely to have significant effects on the fertility
levels of those countries where birth rates are still high. Further, if
general educational development in the least developed countries -- most
of the Level I and II countries -- is not likely to affect fertility, the
disturbing possibility arises that unless some more direct manner of
depressing fertility can be found, many of these countries may never be
anything but underdeveloped. Without fertility decline at some point

per capita gains in any section may be halted and reversed.

Differential fertility by education levels among and within various

regions within countries. The relation of education to differential

fertility can be looked at from two regional points of view: (a) the degree

o |
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to which general fertility differences among regions are to be associated
with differences in average educational achievement in the whole population
of the various regions; and (b) the degree to which regions differ as to the
relation of education to differential fertility within them.

An extensive study of regional differences (by political sub-units)
within eleven Latin American countries has been recently completed.1 It
was discovered that the percent literate in the various regions of the
particular countries had a relatively high negative correlation with the
fertility ratio (number of children 0-4 years of age per 100 women aged
15-49) in Nicaragua, Guatemala, Costa Rica, Colombia, Chile, and Argentina.
In Honduras, Mexico, Panama, and Venezuela there was a slight negative
correlation, and in Bolivia, a positive correlation. Generally lower
fertility in the better educated regions would be expected; however, when
partial correlations were computed with percent urban in the regions held
constant, it turned out that the high negative correlations in Guatemala
and Nicaragua wére changed to slight positive correlations, and that there
was some reduction in the negative correlations in Costa Rica and Colombia
and a sharper reduction in Chile. Correlations were computed between
percent literate and the child-woman ratio among the regions in each country
with & high percent urban and the regions in each country with a low percent
urban. High negative correlations were found among urban regions in Argen-
tina, Chile, and Guatemala and moderately high negative correlations in
Mexico, Costa Rica, and Venezuela; there was a low negative correlation in

Nicaragua, but low positive correlations were noted in Panama and Honduras.

Lthis unpublished material has been made available by .J. Mayone Stycos,
Director of the International Population Program, Cornell University.

(r
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High or moderately high negative correlations were found among less urban
regions in Argentina, Honduras, Chile, Costa Rica, and Panama, but woder=-
ately high positive correlations were found in Venezuela, Nicaragua, Mexico,
and Guatemala. High positive correlations among both urban and rural

regions were found in Bolivia., Table 3 presents these correlations.

Table 3
INTERCORRELATIONS OF LITERACY, CHILD~WOMAN RATIOS
AND URBANIZATION FOR THE POLITICAL SUB-UNITS

OF 11 LATIN AMERICAN COUNTRIES, AROUND 1950%

Correlation of percent literate with:

Fertility ©Percent Child-woman Child-woman Child-woman No.

ratio urban ratio hold- ratio in ratio in of

(child- ing percent areas with areas with units

woman) urban high percent 1low percent

constant urban urban

Argentina -.74 .27 -.74 -.71 -.77 24
Bolivia .50 .32 .40 .84 .83 9
Chile -.78 .85 -.46 -.81 -.55 25
Colombisa -.36 34 -.31 - - -
Costa Rica -.60 .33 ~.55 -.59 -.52 65
Guatemala -.46 .68 .03 -.77 .29 22
Honduras -.16 .66 -.06 .29 -.73 16
Mexico -.20 .63 .28 -.47 .39 32
Nicaragua -.60 .39 .16 -.29 .58 17
Panama -.10 .05 .27 .27 -.46 64
Venezuela ~.25 .38 .21 -.41 .49 23

*Source: Unpublished material provided by .. Mayone Stycos, Director,
International Population Program, Cornell University.

The high negative correlations between literacy and fertility which
existed in Argentina among both urban and rural regions may indicate that
in countries such as Argentina, which are quite well developed both educa-

tionasly and economically, one might generally find such relationships.
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But in Bolivia, which is very underdeveloped both educationally and
economically, there was a complete absence of such inverse relationship

and, in fact, positive correlations were found. An observation might be
hazarded that, as the process of educational development advances, the
likelihood of inverse relationships, on a regional basis, between educational
indicators and fertility increases. However, when educational development
reaches a very high point (as in the U. S.), regional relationships between
education and fertility probably become less significant.

Another question relating to regional differences concerns the pattern
of differential fertility among the women of varying educational achieve-
ment in one region compared with this pattern in others. There are data
from the 1960 U. S. Census which indicate some regional comparisons of this
sort.l

In making generalizations about the variation among states as to the
degree of differential fertility-education level relationship within them,
it should be remembered that all these states would rank high on any world-
wide scale of educational development. The following observations summarize
some of the most pertinent facets of this aspect of American regional
comparisons:

1. There are only a few states, largely in the West, Southwest,

and Appalachia where the fertility of white women with less than
8 years of schooling is much above those with 8 years (Mexicans
are counted as white in Census Bureau figures).

2. In much of the Middle West and East the fertility of those

white women with less than eight years of school is about the
same or less than that of women with eight years.

1U. S. Bureau of the Census, U. S. Census of Population: 1960, Subject
Reports. Women by Number of Children Ever Born, Final Report, Washington,
D. C.: USGPO, 1964, Table 50.

Y



CHAPTER 4 15

3. Non-white women with less than eight years of school have
higher fertility than those with eight years in nearly all
regions except in a few states in the Middle West, but the
difference is small everywhere.

4. 1In the South, Negro (non-white) women with a college education
are much less fertile than Negro women with less than eight
years of schooling. This is due in part to the high fertility
of the less educated rural Negro in the South, and in part
to the strong motivation of college-educated Southern
Negroes to do snothing, such as bearing many children, which
will endanger their precarious economic and social status.

In other regions fertility differences between the least
educated Negro women and the most educated are much less
marked than in the South.

5. Uhite women with some college have slightly higher fertility
than high school graduates in New England and some parts of
the Middle West and the Rocky Mountains.

6. In general the regions with the lowest average fertility,
the highest degree of urbanization, and the greatest per capita
income evidence the smallest inverse relationship between educa-
tion levels and fertility.

The high inverse relationship of schooling and fertility among Negroes
in the South (1960) is similar to the high intra-rural and intra-urban
regional correlations which were found in Argentine data of about 1950
using literacy and the child-woman ratio. Both Argentine and American
Southern Negro educational levels are fairly advanced by world standards.
When very high educational development has taken place, as in much of the

urban, white, non-South United States, then the high inverse relationship

between educational levels and fertility seems to decline.

Differential fertility by education levels within particular

societies -- by sub-groups (other than regional) or within the whole

Society. The following survey will consider data on: 1) Educational
effects on fertility within a common occupational or economic class;
2) Educational effects on fertility within a common rural or urban setting;

3) Educational effects on fertility within a common religious setting;
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4) Educational effects on fertility within a common racial group; and
5) Educational effects on fertility in whole societies.

1. Educational effects on fertility within a common occupational or
economic class,

Jerzy Berent reported on a British sampie survey (1949) which indicated
that within the same occupational class the better educated had fewer
children than the less educated. The number of children for all classes
was small (2.52), however, and only one of the average fertility differences
was over .95 child.}

A very carefully done study in Stockholm in the 1930's showed that
better educated pecple in the same income groups had higher fertility than
did those with less education.2 That was, of course, at odds with the
usual assumption that the relationship is inverse rather than direct. It
should be noted, nevertheless, that the average number of live births for
all these Stockholm families during the first ten years of marriage was very
low (1.26).

Data from a 1964 U. S. Census fertility repcrt based on the 1960 census
indicated that married white women, 35-44, with more education within a given
occupational class (by occupation of husband) generally had a lower fertility
level if they had married between the ages of 14 and 21 inclusive. However,
if they had married after age 22, the more educated within an occupational
class differed very little from the less educated in fertility (in the higher

occupational classes the better educated had somewhat higher fertility).3

1Jerzy Berent, "Fertility and Social Mobility," Population Studies,
V, March, 1952, p. 252.

%Rarl Arvid Edin and Edvard P. Hutchinson, Studies of Differential
Fertility in Sweden, London: P. S. King and Son, 1935, p. 78.

3U. S. Bureau of the Census, op. cit., Table 39,
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A survey carried out in Santiago, Chile, in 1959, indicated that
education had a slightly depressing effect on fertility within economic
classes; the effect was more pronounced in the poorer and richer classes

rather than in the middle group.1

2. Educational effects on fertility within a common rural or common
urban setting or background.

A study of 1044 families in Puerto Rico in 1946 showed that fertility
was higher among the less educated in both rural and urban settings and
higher to approximately the same degree. Furthermore, small increases in
the amount of schooling were associated with fairly sizeable decreases in
fertility in both urban and rural settings.2

Puerto Rican data from a more recent study based on the 1960 census

also indicated that differential fertility based on educational level was

very much preseat in both urban and rural areas. However, as Table &4 shows,

the difference in fertility between women with no schooling and those with
one to four years was very small in the rural areas. This finding is at
some variance with the Roberts-Stefani study which showed a considerable
difference in fertility in rural areas between mothers who had completed
only the first two grades of school and those with no school. Also it
should be noted that fertility is very high in rural Puerto Rico with about

7.4 children born to the average woman by the time she is 45.

1jean Tabah and Raul Samuel, "Preliminary Findings of a Survey on
Fertility and Attitudes Toward Family Formation in Santiago, Chile," in
Clyde V. Kiser, ed., Research in Family Planning, Princeton: Princeton
University Press, 1962, p., 282,

2Lydia J. Roberts and Rosa Luisa Stefani, Patierns of Living in
Puerto Rican Families, Rio Piedras, P.R.: The University of Puerto Rico,
1949, Table 35, p. 289, in Jerry Combs, Jr., and Kingsley Davis, "Differ-
ential Fertility in Puerto Rico," Population Studies, V, November, 1951,
p. 112,
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Table 4

TOTAL LIVE BIRTHS PER 1000 MARRIED WOMEN,

AGED 45 AND OVER, PUERTC RICO, 1960%*

San Juan
Years of schooling (Standard Metropolitan Urban Rural
completed statistical area)
0 6936 6454 7830
Primary
1-4 5962 5865 7626
5-6 5078 4942 6886
7-8 3924 4106 5271
Secondary
1-3 3023 3295 4454
4 2386 2525 2648
College
14 1909 1938 1931
Total 4878 5200 7422

*Source: J. Mayone Stycos, "Education and Fertility in Puerto Rico,"
Paper given at the United Nations World Population Conference, Belgrade,
Yugoslavia, August 30, 1965, to September 10, 1965, p. 5.

The 1964 U. S. Bureau of the Census report based on the 1960 census
showed that differential fertility based on education within larger cities
had narrowed considerably for white women, aged 35-44, and was nearly
absent for all but those white women with less than 8 years of school. At
the same time, as Table 5 shows, the inverce relationship of fertility to

education remained important in rural areas.
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Table 5
NUMBER OF CHILDREN EVER BORN PER 1000 WHITE WOMEN, AGED 35-44,
MARRIED AND HUSBAND PRESENT, BY SCHOOL YEARS COMPLETED BY WIFE,

' URBANIZED AREAS (50,000 POPULATION PLUS) AND RURAL-FARM, U. S., 1960%

Years of Urbanized Rural-Farm
schooling Number of children Number of children
by wife per 1000 white women per 1000 white women

Less thar 8 2894 4093

8 Elementary 2480 3523

1-3 High school 2458 32¢1

4 High school 2295 2985

1-2 College 2334 2964

4 Years college + 2311 2563

*Source: U. S. Bureau of the Census, U.S. Census of Population: 1960.
Subject Reports, Women by Number of Children Ever Born, op. cit., Table 26.

A study of expected fertility in a 1955 sample of the U. S. non-farm
population showed that people who were born in urban settings and who were
of the younger generation did not exhibit the usual’inverse relationship
between fertility and education; instead, the relationship seemed to be
direct. This may indicate that a pattern is developing which will bring
U. S. urban couples to fertility-education relationships similar to the

pattern in Stockholm in the 1930's.
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Table 6
EXPECTED FERTILITY FOR NON-TARM COUPLES, BY FARM BACKGROUND,
BY DURATION OF MARRIAGE, AND BY WIFE'S EDUCATION,

NATIONAL SAMPLE, U. S., 1955%

Years of marriage Farm background of non-farm families
and Farm migrants Indigenous non-farm
wife's education expected fertility expected fertility

Y

Married less than 5 years

Grade school 3.07 a

High school, 1-3 years 2.86 2.66
High school, 4 years 2.99 3.03
College 2.77 3.35

Married ten years or more

Grade school 3.70 3.43
High school, 1-3 years 3.00 2.83
High school, 4 years 2,72 2,71
College 2.75 2.54

*Source: Ronald Freedman and Doris P. Slesinger, "Fertility Differentials
for the Indigenous Non-Farm Population of the United States," Population
Studies XV, November, 1961, p. 1970.

8Less than 20 cases.

A 1962 survey of 2500 women (20-39 years of age) in Taiwan (in associ-
ation with a very extensive project in fertility control) was made in the
city of Taichung.1 This may be considered a study of fertility in an Asian
urban setting and included some data related to educational variables.,
Among women 35-39 years of age, and at all educational levels, it was found
that women were having more children than they wanted. However, better

educated women wanted and had fewer children than those with less education.

lgernard Berelson and Ronald Freedman, "A Study in Fertility Control,"
Scientific Americam, 210, May, 1964, p. 34.
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Women with no schooling wanted about 4.3 children and had had about 5.7;
women with some primary school wanted about 4.2 children and had had about
5.2; women with a primary school diploma wanted about 4.2 children and had
had about 5.3; women with middle schooling wanted about 3.6 children and
had had about 4.5; women with senior schooling wanted about 3.3 children
and had had about 3.6. The average number of children per woman was

over 5, and there was a 2.1 child differential between the best educated
(3.6) and the least educated (5.7).

A sample study in 1958-59 among 900 Lebanese women in urban and village
settings revealed that educational effects on fertility were small in rural
areas, but that, at least among younger women in urban settings, the usual
pattern of an inverse relationship could be observed.1 In the rural
villages, fertility levels (both among Moslems and Christians) seemed
unaffected by educational achievement, except that those very few couples
in which one member had an elementary certificate had somewhat lower
fertility. 1In the city, it appears that, among both the younger generation
Christians and Moslems, education was associated inversely with fertility
(Moslem fertility in the city was generally much higher than Christian).
Education among older generation village and city Moslems and Christians
showed little relation to fertility except in the case of city Christians
where there was a direct relationship.

A 1951 survey in Poona district, India, showed only a small educa-

tional relationship to fertility in Poona City when "educational status of

1Dav:.d Yaukey, Fertility Differences in a Modernizing Country,
Princeton: Princeton University Press, 1961, Table III, p. 35; Table F-10,
p. 175; and Table F-12, p. 179.
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the wife" was considered,! This relationship seemed to exist only for
those wives who had achieved above "matriculation" (10-12 years of school).
In the villages and towns of Poona district no effect on fertility by the
educational status of the wife could be discerned. 1In Poona City the total
fertility rate for married women in the survey was 6456 per 1000 women, and
in towns and villages it was 6408 per 1000 women , 2

A study by N. V. Sovani of Kohlapur City, India, in 1945 did not
reveal any effects on fertility by educational achievement.3

In August, 1964, a survey based on interviews with a 25 percent sample
of all households was completed in the Pro-tharam Amphur district of
Thailand.4 This region ié predominantly rural (63 percent of the house-
holds being agricultural) and the number of interviews completed was 1,707.
Only married women, aged 20-45 years of age, and with husband living were
interviewed. Women with more than five years of school had fewer children
by the time they were over 35 or 40 years of age than did those with no
education or those with one to four years of school.

The sample survey of urban wives in Santiago, Chile in 1958 indicated
that fertility declined with increased years of education, but that the

decline did not amount to a whole child until the level of school had

1V. M. Dandekar and Kumudini Dandekar, Survey of Fertility and
Mortality in Poona District, Poona, India: Gokhale Institute of Politics
and Economics, 1953, p. 65,

21bid., p. 96.
31bid., p. i.

4Amos H. Hawley and Visid Prachuabmoh, "Family Growth and Family
Planning in a Rural District of Thailand," Background Papers, Inter-
national Conference on Family Planning Programmes, Geneva, Switzerland,
August 23-27, 1965, p. 11.
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reached six years.1 The women who had completed five years of higher
education were slightly more fertile than women who had one to four years

of higher education,

3. Educational effects on fertility within a common religious group
or by attendance at church.

United States data on white women in 1960 indicated that higher educa-
tional levels among Catholics was associated with lower fertility only when
the comparison was between those who had had only elementary schooling and
those with some high school or a high school d-?,plomag2 However, college-
trained Catholics expected to have almost as many children as Catholics with
only a grade school education. Among Protestants, the college-educated and
high~school graduates had identical fertility expectations, but less educated
Protestants expected more births than these groups. The largest difference
between Catholics and Protestants was at the college-educated level.

In Lebanon, education seemed to be associated with reduction in
fertility among younger urban Moslems and Christians, but illiterate urban
Moslems were much more fertile than illiterate urban Christians and better
educated urban Moslems were more fertile than Christians with the same
level of educational achievement.3

The Santiago survey of 1959 indicated that education was more signifi-
cantly associated with differential fertility than the frequency with which

people attended church. Table 7 presents the data.

lTabah and Samuel, op. cit., p. 293.

2Population Reference Bureau, "New Patterns in U. S. Fertility,"
Population Bulletin,XX, September, 1964, p. 127, (Originally from unpub-
lished data from the Scripps Foundation for Research in Population Problems,
Miami University, Oxford, Chio.)

3Yaukey, op. cit., pp. 35, 175, 179.
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Table 7
AVERAGE NUMBER OF LIVE BIRTHS PER EVER-MARRIED WOMEN, AGED 35-50,
BY FREQUENCY OF ATTENDANCE AT RELIGIOUS SERVICES, AND BY LEVEL

OF EDUCATION OF WIFE, SAMPLE SURVEY, SANTIAGO, CHILD, 1959%

Education of wife

Frequency of None to 3 years 4 to 8 years 94+ years
attendance at Number Average Number Average Number Average
religious of number of of number of of number of

service by wife women 1live births women 1live births women 1live births

At least once a

week 105 3.60 218 3.05 216 2.50
Once or twice a

month 53 4.09 147 3.18 69 2,54
Less often 71 4.10 228 3.11 92 2.67
Never 20 2.80 86 3.56 51 2.59
No answer 3 4.33 3 1.67 13 2,77
All 252 3.79 682 3.16 441 2.56

*Source: Leon Tabah and Raul Samuel, op. cit., p. 299.

4. Education effects on fertility within a common racial group.

1 indicated clearly that the white and Negro

Data from the United States
(non-white) sections of the population differed sharply in terms of the
effect of educational achievement on fartility. As the educational level

within the Negro population advanced, fertility fell sharply, and this

pattern was as noticeable in 1960 as in 1940. Among white women, aged 35-39,

1Population Reference Bureau, "New Patterns in U. S. Fertility,"
Population Bulletin, op. cit., p. 137.
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differing educational achievement still had an inverse relation to fertility
in 1960, but to a much less degree than in 1940. Among whites, the increase
of births over the 1940 to 1960 period among people in the high school edu-
cated and college group was striking, while those with no education or
elementary education had only a slightly larger number of children. Among
Negroes, the educational differential was even greater in 1960 than in 1940
since the better educated Negro women, aged 35-39, increased their fertility
less than those with less education.

The 1964 Special Report of U. S. Bureau of the Census indicated that
the greatest contrast in Negro (non-white) - white patterns of differential
fertility was found in urbanized areas and in the South.l White women,
aged 35-44, in urbanized areas had fertility levels which were relatively
unaffected by educational differences except for some inverse relationship
at the less than elementary level. On the other hand, Negro (non-white)
fertility among women 35-44 in urbanized areas was strongly related to

educational a~hievement, particularly in the South.

5. Educational effects on fertility within a whole country undifferen-
tiated by economic class, rural-urban, religious, or racial characteristics.

Data was collected in West Germany in 1958 on the number of children
ever born among a probability sample of all West German adults.2 There was
a tendency for the least and best educated younger West Germans to have a

slightly greater number of children than those with intermediate educational

1U. S. Bureau of the Census, U. S. Census of Population: 1960. Subject
Reports. Women by Number of Children Ever Born, op. cit., Tables 26 and 27.

2Ronald Freedman, Gerhard Baumert and Martin Bolte, "Expected Family
Size and Family Size Values in West Germany," Population Studies, XIII,
November, 1959, p. 145.
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attainments. However, this was not the case with older Germans; the more
normal inverse relation of education to fertility held with them. It is
possible that a direct relationship in West Germany between education and
fertility ic likely if the trend noted here is maintained. Nevertheless,
all of the German groups exhibited a very small family pattern.

The data on Puerto Rico in 1960 showed that, for the whole nation,
education was inversely related to fertility.and that the educational
effects were much more striking after women had achieved at least seven

years of schooling. (See Table 8.)

Table 8
TOTAL LIVE BIRTHS PER 1000 MARRIED WOMEN AGED 45 AND OVER,

PUERTO RICO, 1960%

Years of Births per Percentage Percentage
schooling 1000 women of change of women
completed from preceding in category
category

0 7421 - 35.2
Primary

1-4 6896 -7.0 32.8

5-6 5836 -15.4 11.7

7-8 4288 -26.5 8.5
Secondary

1-3 3367 -21.5 4,0

4 2453 -27.1 3.4
College

1+ 1920 -21.7 4.4
Total 6224 100.0

*Source: J. Mayone Stycos, "Education and Fertility in Puerto Rico,"
op. cit., p. 5.

-
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A study of Puerto Rican wives who gave birth in 1962 revealed that those
who had more education were having babies of a lower birth order than were
those with less education. This was true of women in the same age ranges

and in the same marriage duration ranges (see Table 9).

Table 9
MEAN BIRTH ORDER OF PUERTO RICAN WOMEN GIVING BIRTH IN 1962,
MARRIAGE DURATION, AGE, AND EDUCATION OF WIFE,

PUERTO RICO, 1962%

Present Highest School Grade Completed
marriage duration
and age of wife 0 1-4 5-8 9-11 12 13+
0-4 years married 2.70 2.43 2.05 1.88 1.66 1.61
age 15-24 2.2 2.1 1.9 1.8 1.5 1.4
age 25-34 3.4 3.2 2.8 2.5 1.9 1.8
age 35-44 4.1 4.1 3.3 a a a
5-9 years married 5.16 4.89 4.47 3.90 3.26 3.12
age 15-24 4.4 4.2 4.0 3.7 3.2 2.8
age 25-34 5.3 5.1 4.8 4.1 3.3 3.1
age 33-44 6.8 6.4 5.6 a a a
10-14 years married 7.24 7.14 6.64 6.00 4.44 3.86
15-19 years married 8.72 8.71 8.19 6.96 a a
20+ years married 9.43 9.34 9.16 a a a

*Source: Frank Godley, '"Fertiiity and Education Attainment in Puerto
Rico," Paper presented to Population Association of America Meetings,
April 23, 1965, Chicago, Illinois, Tables 3 and 5.

aLess than 10 cases.

Although Godley does not argue that the data necessarily are fully
indicative of trends in the total Puerto Rican population, there is good

reason to presume that the birth pattern in 1962 was similar to patterns

N
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in recent years; in 1963, the means were approximately the same as in 1962.1
It appears from these data that sharp declines in fertility did not occur

in Puerto Rico until the average woman approached or achieved high school
graduation. The data presented by Stycos based on the 1960 census implied
that fertility was only slightly affected by education until seven or eight
years of school had been completed. Godley's data, however, seems to suggest
that even more years of education are needed before fertility declines of
important magnitude are to be expected. Pari of the discrepancy may be
explained by the fact that Stycos' data was concerned with all women while
Godley's data had to do only with mothers. Both sets of data imply that
there is little differeﬁée in fertility between w;men with no education and
those with only one to seven or eight years of school.

A survey of 10 regions in Tunisia which included a sampling of both
urban and rural regions was conducted in the Spring of 1964.2 A total of
2175 married women under 40 years of age and living with their husbands
was interviewed. The education level achieved by the husband (rather than
by the wife) was the basis of reference for this study, and findings indi-
cated that the husband's educational attainment had little effect on his
wife's fertility. Only those families in which the husband had more than
primary school education reflected even a slight tendency to produce fewer

children.

1Frank Godley, "Fertility and Education Attainment in Puerto Rico,"
Paper presented to Population Association of America meetings, Chicago,
April 23, 1965, p. 11.

2Jean Morsa, "Tunisia: A Preliminary Analysis," Background Papers,
International Conference on Family Planning Programmes, Geneva, Switzer-
land, August 23-27, 1965, p. 3, p. 12.
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Before going on to some theoretical considerations and to data which
are concerned with the effect of education on attitudes toward family size,
contraception, and fertility control education, some comments might be
hazarded about the data presented in this section.

First, the differentials in fertility associated with people who have
had no schooling as compared to those with only a few years (1 to &4 or
1 to 6) are so small that elementary education may be considered to have
little or no effect on family size. The following observations should make
this clear:

1. White women in the United States in 1940 with no schooling had the
same number of children born per ever married woman aged 35-39, as
did white women with 1-4 years of school. In 1960 those with no
school had 0.4 more children.

2. Non-white women in the United States in 1940 with no schooling had
0.1 fewer children than those with 1-4 years of schooling. 1In 1960
those with no school had 0.2 more children that those with 1-4 years
of schooling.

3. In the Lebanon study, illiterate village Moslem couples married before
1929 had 1.54 fewer live births than couples who had at least one
member literate but with less than 5 years of school; illiterate
older village Christian couples had 0.26 more live births than couples
who had one member literate, but with less than five years of school.

4, In the Lebanon study, illiterate city Moslem couples married before
1929 had 0.56 fewer children than those couples with at least one
member literate but with less than five years of school; illiterate
older city Christian couples had 1.50 fewer children than couples who

had at least one member literate, but with less than five years of school.
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5.

10.

In the Lebanon study, illiterate village Moslem couples married after
1928 had a lower fertility rate (by 0.18) than village couples with at
least one member literate but with less than five years of school;
youuger illiterate Christian couples had a higher feftility rate

(by 0.50) than couples with at least one member literate but with less
than five years of school.

In the Lebanon study, illiterate city Moslem couples married after
1928 had a higher fertility rate (by 0.38) than couples with at least
one member literate but with less than five years of school; illiterate
city Christian couples had a higher fertility rate (by 0.25) than
couples with at least one member literate but with less than five years
of school.

In the 1960 Puerto Rico data all Puerto Rican women over 45 with no
schooling had 0.525 more births per woman than those with 1-4 years of
schooling; in rural Puerio Rico, women over 45 with no schooling had
0.204 wore children per woman than those with 1-4 years of schooling;
in urban Puerto Rico women over 45 with no schooling had 0.589 more
births per woman than those with 1-4 years of schooling.

In the Taichung study those women 35-39 with no schooling had had 0.5
more children per woman than those with some primary schooling.

In the Poona District study illiterates and those with only a few
years of schooling (up to matriculation) both in city and village
seemed not significantly different as to their fertility patterns.

In the 1962 study of Puerto Rican birth order, women with no schooling
had a less than 10 percent higher mean birth-order than those with

1-4 years of school.

N
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11. 1In the Santiago survey, women, 35-50, with no school or one year had
had 0.5 more live births than women with 2-3 years of school and 0.7
more children than women with 4-5 years of school.

12, In the rural Pro-tharam Amphur study in Thailand women, 35-39, with no
school had 0.1 more children born than those with 1-4 years; women,
40-44, with no school had 0.7 more children born than those with 1-4
years,

13. In Tunisia women, 30-39, whose husbands had primary education had
borne 0.2 more children than women whose husbands had no schooling.
Thus, only small inverse relationships seem to exist between fertility

and the achievement of a small number of years of school, and in a few

cases the relationship disappears altogether and becomes direct.

Second, in groups where the samll family is well established and the
general educational level is high, e.g. Sweden (1930's), West Germany (1958),
American white Protestants (1960), American white urbanized (1960), it
appears that there is a tendency for those with more years of school to
have similar or slightly higher fertility than those with fewer years.

Third, in groups where the average fertility is rather high (e.g.,
over 4.0 children ever born per woman with completed fertility) those with
more than seven or eight years of school often have markedly lower fertility
than those with no school or just a few years (Taichung, Taiwan 1963;
Southern Negroes, 1960; Puerto Rico, urban and rural, 1949; Puerto Rico,
1962; urban Lebanese Christians and Moslems, 1959; Poona City, India, 1951;
Santiago, Chile, 1959).

Fourth, in some groups with very high average fertility it is difficult
to discern any relationship between education and fertility. This is par-

ticularly so if the difference in educational achievement is minimal,
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i.e. large numbers of women with little or no education compared to large
numbers with a few years of school, and where there are not enough women
educated beyond a few years to be statistically significant. (Lebanese
village Moslems and Christians, 1959; Poona District non-urban, 1951; U. S.
rural-farm non-whites, 1960; Quebec farm, circa 1950; Pro-tharam Amphur,
Thailand 1964; Tunisia, 1964).

If there is some truth irn these comments on the relation of the number
of children born to the average woman in the whole group and the amount of
inverse or direct relationship to be anticipated between educational achieve-
ment and fertility, it is in accord with the traditional thesis that once
fertility decline begins in a grohp it is among the best educated that it
is first noticed. But when all classes have achieved a certain high minimal
level of schooling and economic well-being (usually in an urban and industrial
setting), then all participate in the small family pattern (and it might even
happen that the small families of the relatively less educated may be

smaller than the small families of those with more educational advantage).

Some Theoretical Considerations

There are few general theories concerning the basic determinants of
fertility. Many inductive generélizations have been advanced, but these
rarely possess an abstract logical structure applicable to all situations.
One effort to take account of the relevant long-run factors has been made
by Harvey Leibenstein. His general position is that the key to the problem
is motivation, and that historical, cultural, and other influences on
fertility are important only insofar as they impede the rate of change in
fertility patterns associated with changes in motivation. These factors

might effectively prevent the spread of information and availability of
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means, thus making alterations in motivation inoperative. Leibenstein
considers that, in the long-run, this last possibility is unlikely. He
further suggests that:1
The object is to formulate a theory that explains the factors
that determine the desired number of births per family. Of
course, family size depends also on how many of the births
survive. Our central notion is that people behave in the same
as they would if they applied rough calculations to the problem
of determining the number of births they desire. And such
calculations would depend on balancing the satisfactions or
utilities to be derived from an additional birth as against the
"cost,'" both monetary and psychological, of having an additional
child. We distinguish among three types of utility to be
derived from an additional birth and two types c£f cost.

The utilities are distinguished as 1) "consumption" or the additional
child as a source of personal pleasure to parents; 2) "production" or the
added income the added child might, in years to come, contribute to the
well-being of the family; and 3) '"security" or the increased assurance
and help, particularly in old-age, which the added child may present to
the parents. The costs are: 1) '"direct'" or the obvious current expenses
( at levels conventional in the particular society of maintaining the
added child, e.g. food, clothing, schooling, etc.); and 2) "indirect or
losses due to such things as inability to work on the part of the mother,
lessened mobility to gain higher income on the part of the whole family,
and any foregune opportunities for more training and education which the
child occasions.

Leibenstein believes that the various utilities and cost of an extra

child will vary in a determined way as a society achieves higher per

capita income. Figure 1 illustrates the theory:

1Harvey Leibenstein, Economic Backwardness and Economic Growth,
op. cit., p. 161

3
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Figure 1

34

COSTS AND UTILITIES ASSOCIATED WITH AN EXTRA CHILD*
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*Source: Harvey Leibenstein, Economic Backwardness and Economic
Growth, op. cit., p. 162,

The consumption utility (a) of an extra child is considered to be

constant since it is not clear whether people with lower income enjoy

another child more or less than those with higher income or vice versa.

However, "security" utility (c) and "production'" utility (b) clearly

decline as people become better-off.

The child in a society with higher

per capita income will enter the labor force later and what income he can

contribute is less imperative.

The parents in the richer society can

provide for their own old-age and the likelihood of adequate state assist-

ance increases also.
society becomes richer,

greater and the conventional minimums of maintaining a child rise.

The direct and indirect costs

(d) rise rapidly as a

The opportunities lost because of children are

Thus,

when (a) + (b) + (c) become less than (d), the motive to have the next

child disappears, and the wish is to prevent his coming.
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How would educational effects in particular fit into this conception
cf fertility determination? Leibenstein does not consider this problem
directly, but he does argue that societies with higher per capita incomes
have later school-leaving ages which depress the production utility of a
child and increase the maintenance costs. Furthermore, in the wealthier
society, education becomes more relevant to occupation, and the opportunity
costs of a child become greater, particularly if women can, through educa-
tion, find remunerative careers outside the family. Although the
consumption utility is drawn as constant in relation to per capita income
in Figure 1, it seems likely that a more educated population would find
more competing pleasures, and perhaps the consumption utility of an added
child would fall. Above all, the drag of cultural tradition on the actual-
ization of motivational changes would likely be much less in a society
where education development was advanced.

In terms of the data first considered in this chapter, it would seem
that only in countries which have reached relatively high per capita income
and a high level of educational development has the motivation to severely
limit family size become widespread enough to bring birth rates down to
the 15 to 25 range. Instead of the horizontal axis in Figure 1 being per
capita income gains alone, it might be more realistic to use an index of
development including per capita income, educational development, and
urbanization. Also, it appears from the data presented thus far, that
any per capita income, education, and urbanization index has to reach
relatively high levels before the motivation not to have a third or fourth
child is created by the calculation of cost-utility considerations by the
mass of the population. This implies that there is a tendency for the

utility of 3rd and 4th order children to be similar and yet much higher

4,
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than the utility of 6th, 7th, 8th, and higher birth order child ren which
also are similar in their utility. Fifth order children seem to have
intermediate utility and the situation is perhaps more variable. Thus,
modest increases in social development will not reduce fertility to the
two to three chiid level, but will leave the five to seven (or higher)
pattern intact; only when extraordinary advances in social development
have occurred will the relatively high utilities of 4th and finally 3rd
order children be less than cests. This may explain the dichotomous
tendency in the world today. Most countries have either relatively low
or high fertility behavior with only a few in transition. On the other
hand, the success of some pilot projects attempting direct conception
control may imply that the spread between the utility of 3rd and 4th
order birth on the one hand and 6th, 7th, and 8th order births on the
other is not as great as this analysis suggests. Further, most of the
surveys in underdeveloped parts of the world indicate that the 5th and
6th child, and even the fourth, is, on the average, perceived by the
majority as not having greater utility than his cost, !

In addition, these data suggest that people are having more children
than they want or even "idealize." The disutility of the excess children
is not, however, enough to drive most of the people in underdeveloped
countries to prevent births by practices which were and are widely practiced
in Europe and Japan, e.g. widespread coitus interruptus, abortion,
abstinence, and the condom. This may imply that the mere fact that a

given birth order child is thought of as bringing less utility than his

1Comparative information supplied by Dr. Parker Mauldin of The Popu-
lation Council and reproduced in Amos H. Hawley and Visis Prachuabmoh,
"Family Growth and Family Planning in a Rural District of Thailand,"
op. cit., p. 14,
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costs is not a condition which moves people to preventive action. Preventing
conception or birth is just too much trouble. In some high percentage of
people, simple ignorance that anything can be done to prevent birth is a
factor. On both these counts a world-wide effort to increase the sex
understandings of people plus a distribution of easily understood and

easily used methods of birth control should pay high dividends.

The role of basic education in making such programs more certain of
success is undeniable. The following sections deal with: 1) the effect of
education on the "idealized" size of family; 2) the effect of education on
acceptance of and willingness to use contraception and family planning;

3) the effect of education on the actual use of contraceptives; and 4) the

effect of education on direct effarts at fertility control.

Education and "idealized" family size. There have been many surveys

which have asked such questions as "What is the ideal number of children
you would like to have?" or "If you were to advise people on the ideal
number of children, what would you say?" and so forth. Most of the studies
in the high fertility, underdeveloped areas have revealed that the average
number of children desired or idealized is in range of 3.5 to 5.0. 1In the
developed areas the usual figure ir Europe is from 2.0 to 3.0, and in
America, Canada, and Australia from 3.0 to 4.0.

Some of the data on ideal family size in both developed and under-
developed countries have been broken down by the educational level of the
respondents. In West Cermany, the 1958 National Survey disclosgsed that level
of education made no difference in attitudes toward "ideal" number of

children. This was true for older respondents (over 45) as well as younger.1

1Freedman, Baumert, and Bolte, op. cit., p. 145."
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A survey conducted in 1952 in Detroit was concerned with the number of
children a cross-section of adults (over 21) considered "ideal."1 The
inverse relationship of "ideal' family size with educational level was
somewhat more pronounced among those with some rural background than it was
among those with only urban background. The differences, however, were very
small. The most striking exception to the usual depressing effect of edu-
cational achievement on fertility attitudes in this study was that the
attitudes of Catholics with 12 or more years of school were very similar
to those of Catholics with less than 9 years of school, and were not
similar to those of their Protestant educational equals.

The 1964 survey of Pro-tharam Amphus in Thailand revealed that educa-
tion made some difference in the ideal number of children posited by the
respondents; womza with five or more years of schooling idealized 6 fewer
children than those with no education.?Z

In Taichung, Taiwan, a 1962 pilot study of 241 couples disclosed that
education was siightly associated with a smaller ideal family size. The
only significant difference was that people with high school education or
more had an ideal which was about half a child below the average.3

The 1959 study in Santiago revealed that the average ideal number of

children was 4.18. Education was inversely associated with the ideal size,

but only slightly and not at all levels. (See Table 10.)

lRonald Freedman and Harry Shapr, "Correlates of Values About Ideal
Family Size in Detroit Metropolitan Area,'" Population Studies, VIII, July,
1954, p. 41.

2Hawley and Prachuabmoh, op. cit., p. 19.

3Ronald Freedman, "Changing Fertility ir Taiwan," in Roy 0. Greep, ed.,
Human Fertility and Population Problems, Cambridge, Muss.: Schenkman Pub.
Co., 1963, p. 122.
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Table 10
AVERAGE IDEAL NUMBER OF CHILDREN, MARRIED WOMEN 35 TO 50 YEARS OF AGE,

BY EDUCATIONAL LEVEL OF WIFE, SAMPLE SURVEY, SANTIAGO, CHILE, 1959%

Educational level of wife Number of women Average ideal

number of children

0-1 years 51 4&.76
2-3 years 113 4.57
4-5 years 118 4.34
6 years 153 4,13
7-8 years 69 4,32
9-10 years 115 3.68
11 years 37 4.08
12 years 64 3.78
13-17 years 14 3.64
18+ years 11 4.00
No answer 6 4.67
All 751 4.18

#Source: Leon Tabah and Raul Samuel, "Preliminary Findings of a Survey
on Fertility and Attitudes Toward Family Formation in Santiago, Chile,"
op. cit., p. 293.

In the Lebanon study of 1959 the majority of village women, when
asked what number of children they would advise a friend {in similar circum-
stances to their own) to have, refused to name any specific number. Most
answered, "As God wills" or "As many as possible." Those village women
who would advise typically suggested four or five children (Moslem median
4,7; Christian median 4.1). PFrom two-thirds to three-fourths of the
uneducated city women (66 percent of Christians; 75 percent of the

Moslems), and about 90 percent of the educated city women did specify a

figure (4).%

1Yaukey, op. cit., pp. 65-75.
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Differences in educational achievement within the same country appear
to have little influence on the idealized size of family. However,
nations which are more educationally developed do, as a whole, idealize

smaller size families than do less developed countries.

The effect ox education on fawily planning attitudes and the use of

contraception. Some surveys have been conducted in widely scattered parts

of the world to dectermine the attitude of peopie toward family planning
efforts and their willingness to use conception control. The basis of
reference for these surveys ranged from a simple literate/non-literate
measure in one study, to studies which included more extensive gradations
of educztional attainment uznd, in one instance, an additional division into
both rural and urban sectors.

In Thailand, a 1964 survey conducted in a rural district showed that
wives witin five or more years of education were slightly more favorable
toward family planning :han were wives with no education or only one to
four years.

A 1962 survey of 10 villages in East Java (55 percent of population
in agricultural pursuits) disclosed that literacy was associated with a
slight increase in the favorable response of wives toward family planning,
but that it made little difference among husbands.2 The proportion of
wives and husbands who stated they were willing to use family planning
methods was very high. ihe authors of the report indicate that these high
percentages are somewhat doubtful because it is questionable that the

villagers really understood what the question implied,

1Haw1ey and Prachuabmoh, op. cit., p. 23,

2H. Gille ard R. H. Pardoko, "Preliminary Findings of a Family life
Study in East Java," Background Papers, op. cit., p. 16.
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In Tunisia, a sample survey of 10 areas, both rural and urban, was
conducted in 1964 which revealed in each sector a modest association
between education of both husband and wife and favorable attitudes toward
family planning.1

A 1962 pilot survey of 241 couples (wive 25 to 29 years old) in
Taichung, Taiwan reported that the majority of people approved family
planning unconditionally, but those with more education showed definitely
a higher acceptance rate than those with 1ess.2

Apparently people are favorable to the idea of family planning and

the use of contraceptives. However, more education seems to incline people

toward a somewhat stronger position of approval.

Education and the actual use of contraception. The study of fertility

in Lebanon revealed that very few villagers (2 percent of the Moslems and
16 percent of the Christians) had ever used any method of conception control
(the few who had tried to control conception had almost all used coitus
interruptus). 1In the city the proportion of educated and uneducated people
who had ever tried to control conception was quite high (56 percent of
uneducated Mcslems; 60 percent of uneducated Christians; 83 percent of
educated Moslems; and 86 percent of educated Christians), and the large
majority had tried to control conception by using coitus interruptus or

the condom. A few mentioned sterilization (10 percent of educated Chris-
tians) and rhythm (14 percent of educated Christians); a few other methods
(douche, sponge, diaphragm, jelly) were mentioned by from one to nine

percent of the women in the various city categories. Almost no villagers

1Morsa, op. cit., pp. 16-18.

2Freedman,"changing Fertility in Taiwan," op. cit., p. 122,
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had ever used abortion to limit births, while induced abortion had been
used by about one-sixth of uneducated city women and a little over one-
fourth of educated city women. 1

Tunisian data are available from the 1964 survey on the use of any
method of contraception by level of education of husband and wife, and by
age of the wife. The areas for this information include: a coastal region
of six relatively urban areas which have a high proportion of clerical
workers, and a poor suburb of Tunis which has a high proportion of unem-
ployed and poorly educated recent migrants from the interior. In all
cases, the level of education was positively associated with greater use
of contraceptive methods.2

In Puerto Rico, surveys of a group of health clinic and hospital out-
patients and pre-maternal clinic clients were made in 1953-54. The subjects
were primarily lower income people, and 888 wives and 322 husbands were
interviewed in a stratified (bty rural-urban, history of contraception, and
length of marriage) sample, while an out-patient study interviewed 3000
(2667 married females and 304 married males) throughout Puerto Rico. 1In
both surveys people who had more education were much more prone to have
used or be using some birth control methods.3

When these low income people had achieved as many as nine years of

schooling they were very likely to have used or be using birth control

methods. A small amount of schooling (l-4 years or 1-3 years) did not

1Yaukey, op. cit., pp. 65-75.
2Morsa, op. cit., pp. 16-18.

3Reuben Hill, J. Mayone Stycos, and Kurt W. Back, The Family and
Population Control, Chapel Hill: University of North Carolina Press, 1959,
p. 165.
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seem to increase the incidence of birth control use over the incidence
found among with those with no school, although the effect of a little
schooling did appear to be significant among young people in the stratified
sample.

About 63 percent of the out-patient sample and 48 percent of the
stratified sample had used or were using mechanical-chemical means
(sterilization, condom, diaphragm, jelly-cream-foam), and educational
achievement was associated with a higher incidence of the use of mechanical-
chemical means. However, of those practicing birth control at the time of
the interview, only about one-quarter were using mechanical-chemical means;
the rest were using abstinence, rhythm, or withdrawal. Educational achieve-
ment seemed to increase the likelihood of the use of rhythm among those
who were not using chemical-mechanical birth control.1

The 1962 pilot study of 241 couples in Taichung, Taiwan, with wife
aged 25 to 29, showed that ed:cation was an extremely significant positive
factor in the use of some method of family planning.2 0f those families
in which the husband had no schooling, none had practiced contraception,
and only 9 percent of the couples in which the wife had no schooling had
practiced contraception. If the husband or wife had attended junior
secondary school the figures rose to 41 percent and 60 percent respectively,
and among families where either was a senior secondary graduate the figures
were 62 percent and 71 percent respectively.

As in Puerto Rico, it was only among Taichung people who had more than
a few years of primary school that actual use of family planning methods

was widespread.

l1bid., pp. 169-170.

ZFreedman, op. cit., p. 122.
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CHAPTER 4 XA

Education and direct efforts at fertility control. Direct attempts at

adult fertility control education generally have either or both of two
distinct aims: (a) to zlter the utility perceptions of people concerning the
birth of extra children and to raise the conventional cost minimums of

extra childrer; and {b) to overcome ignorance of methods by which births
may be preveated if such is or becomzs the desire. A host of such programs
has been introducad throughout the world during the past decade, and there
is no spece here for a detailed consideration of them. It should be noted,
however, that hig-ly successful programs seem invariably to occur in
countries, or arezs of countries, which are better educated than is typical

for their geo-cultural area, whereas the marked failures appear to occur in

areas wnich are overagz or below average in level of education.

1 2

Very successful programs have been reported in Japan,™ South Korea,
Taiwan,3 long Iiong,4 Singapore,5 and from a highly literate village in

Ceylon.6 In all of thesz areas the levels of literacy and education are

lyoshic Koya, "Five-Year Experiment on Family Planning Among Coal
Miners in Tobaii, Japan," Population Studies, XIII, November, 1959, pp. 157-63;
and Minoru Myramatsu, "Family Planning Programs in Postwar Japan," Background
Papers, International Conference on Family Planning Programs, Geneva,
Switzerland, August 23-27, 1965.

2Youn Keun (i, "Developuient of the Korean National Family Planning
Program," Background Fapers, op. cit.

3Berelson and Frcedman, op. cit.; and T. C. Hsu and L. P. Chow,
"Family Planning Healtli Program in Taiwan," Background Papers, op. cit.

4Dap’nne Chua, "Expericnce with Pamily Planning Programs -- Achieve-
ments and Problewr:s, dong Kong," Background Papers, op. cit.

5Maggie Lim, "Malaysia-Singapore,” Background Papers, op. cit.

6Arne Kinch, "A Preliminary Report from the Sweden-Ceylon Family
Planning Pilot Project," in Clyde V. Kiser, ed., Rescarch in Family
Planning, Princeton, N.J.: Princeton University Press, 1962; and "Family
Planning Activities in Ceylon: Some Background Information," Background
Papers, op. cit.



http:Internatio.al

CHAPTER 4 45

quite high by Asian standards. Markedly unsuccessful programs have been
reported in India1 and Pakistan,2 both with relatively low levels of
education, and in an up-country tea estate in Ceylon, which had a much lower
level of literacy than in the Ceylonese village mentioned above.3 Moving
away from Asia, a massive government program in the U.A.R., which has
attained levels of education more similar to those of India and Pakistan
than to such nations as Japan, South Xorea, or Taiwan, has had little effect
since 1956.4 There are aiso 115 fawily planning clinics in South Africa,
21 in Kenya (14 of which are in Wairobi), 5 in Nigeria, 3 in Uganda and
2 in Zambia.5 The majority of clients are urban, economically better-off
and generally middle class.

In Latin America the problems of setting up such direct education
programs are complicated by tne opposition of the dominant Roman Catholic

6

Church. Nevertheless,programs have been instituted in Chile~ and Puerto

Rico’ which have been fairly successful in spite of the circumspection

1John B. Wyon and John E. Gordon, "A Long-Term Prospective-Type Field
Study of Population Dynamics in the Punjab, India," in Kiser, op. cit.;
and R. A. Gopalaswami, "Family Plamning: Outlook for Government Action in
India," op. cit.

2Enver Adil, "Experience with the Family Planning Programme in
Pakistan -- Achievements and Problems," Backgrouad Papers, op. cit.

3Kinch, op. cit.

4Hasan M. Husein, "Experience with Family Planning Program in the
U.A.R., Achievements and Problems," Background Papers, op. cit.

5John C. Caldwell, "Experience with Family Planning Programmes:
Achievements and Problems -~ Africa," Background Papers, op. cit.

bHernan Romero, "Experience with the Family Planning Programme in
Chile: Achievements and Problems," Background Papers, op. cit.; and
Tabah and Samuel, op. cit.

7john F. Kantner and J. Mayone Stycos, "A Non-Clinical Approach to
Contraception," in Kiser, op. cit.
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required by the position of the Church. Both of these countries are as
advanced educationally as Taiwan or South Korea.

The association between level of education and receptivity to these
direct programs of adult education is quite striking. Moreover, the
relationship appears to hold true in both urban and rural areas, thus
eliminating urbanization, with all of its concomitants, as a cross-cutting
variable. This would seem to lend support to the position taken above that
education beyond a minimal level is likely to alter the perceptions of the
relative costs and utilities of extra children beyond 2 to 4 children in
favor of limiting family size. This relationship can be explained in terms
of the theory presented in Chapter 3 where it was suggested that education,
by increasing the level of "individual differentiation,'" increases the
receptivity of the individual to new, or "innovative," information. The
information communicated in these direct adult fertility control education
programs is certainly new, certainly innovative, to the target population.
Those with more education would be expected to be comparatively more

receptive to it, as would those areas with higher levels of education.

Fertility and Qualitative Aspects of Education

Education has been considered as synonymous with schooling. At this
point, a qualitative question arises. In international, regional, national,
and group comparisons, is an appreciable difference in educational relation-
ships with fertility to be noted if equally educated groups or areas attend
schools with sharply different philosophical premises and types of courses
offered and required? There are little data upon which to base some
response. A rapid perusal of international and intra-national figures would

lead one to minimize the importance of variation in types of schooling in
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regard to the question of fertility. Marzist educational systems, Catholic
educational systems, or the "practical™ American public school system seem
to be aqually closely associated with reduced fertility (whgn the degree of
illiteracy has been reduced to small proportions of the population). The
data seem to argue for the nced of very high educational development if
fertility is to be curbed, whether the schooling is of a religious, ideo-
logical, or pragmatic type. Gweden, Hungary, and Delgium all have very low
birth rates, but the dominant philocophical ethos of the three school systems
are quite different -- secular public, Marxist, and Catholic respectively.
States within the United States with a high proportion of children in
religious schools have, for the most part, about tne same or lower fertility
rates as those with low proportions. Also, states reporting the smallest
inverse relationship between education and fertility among white women 35-39
are Connecticut, Pennsylvania, Massachusetts, Iowa, New Hampshire, South
Dakota, Vermont, Maryland, Nebraska, Montana, Minnesota, Nebraska, Wisconsin,
and New Jersey. This group includes states with rclatively high and others
with relatively low proportions of pupils in religious schools.
On the other hand, it is evident from recent studies that those

Catholics in the United States who go to parochial school from primary
level through college are more prolific than Catholics who attend secular
schools. Westofi elaborates on certain aspects of this finding.1

One of our most interesting and clearest findings relates

to tne connection with fertiliiy of education in the Catholic

school system. When the sample of Catholic couples is

divided into those whose education was largely or entirely
in Catholic schools and colleges and those whose education

lcharles F. Westoff, "The 'Family Growth in Metropolitan America'
Study: A Progress Report," in Clyde V. Xiser, ed., Research in Family
Planning, Princeton, N.J.: Princeton University Press, 1963, p. 189.
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was secular, sharp differences emerge in fertility - planning
success as well as the number of children desired. In
general, Catholics educated in secular schools behave more
like Protestants in their fercility behavior than they do
like Catholics with religious education. Although some
selectivity of the more religiously oriented Catholics into
the Catholic educational system undoubtedly ozcurs. . .it
is reasonable to assume that reinforcement of formal or
informal Catholic attitudes toward the family and birth
control also occurs. Higher education thus seems to imply
two quite different fertility value systems, depending on
whether or not it is in a secular or a Carholic college or
university.

No doubt societies with advauced educational development and relatively
low general fertility may have extremely devout groups such as American
Hutterites or Irish Catholic parochial school and Catholic college graduates
who have fertility patterns similar to peasants in Latin America or Asia.
But these groups are too small to strongly infiuence national or regional
trends. If they grew to important size, it is likely the general values of

the advanced society would modify their average fertility habits.

The Effect of Education on Mortality

It is clear that it was among peoples with increasing amounts of per
capita income and education that death rates first fell to the extra-
ordinarily low figures which prevail today. Most of the decline occurred
in the mortality of people from birth to ten years of age. Some improve-
ment also occurred in other age brackets but to a diminishing degree as
age increased. The reduction in mortality which grew out of the knowledge
generated in the wealthier and better educated countries has spread to the
poorer countries, and death rates are now lower in Taiwan, Malaysia, Ceylon,
Mauritius, British Guiana, Costa Rica, Salvador, and Mexico than in most
of Europe. This is partly because of age structure, but even after adjust-

ments for this, these relatively poor and badly educated areas would still

AN
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have death rates approximately the same as the majority of countries with
high per capita income and nearly universal literacy. It would appe.: that
mortality can be reduced greatly in a country even though the population is
poor and far from fully literate.

The prime relation between mortality and education in low income and
low literacy countries is the need for at least a few educated people
willing to administer or let others administer health programs which use
knowledge from the developed countries. With this condition fulfilled,
mortality rates can be reduced greatly. It is another question as to the
time span over which they can be maintained at low levels.

There is probably some relation within a country between education and
mortality. Better educated people, on the average, tend to take advantage
of health information, new medical procedures, and approved patterns of
sanitary practice to a greater degree than those without as much education.
Of course, higher per capita income and conditions of work are probably
equally or more important. 1In general, however, the relation of education
to mortality is probably much more tenuous than the relation of education

to fertility.

Education and Migration

A number of questions can be posed concerning the relationship between
education and migration. Three fairly obvious queries are: 1) Does an
area with a higher educational level tend to be more restrictive in its
immigration laws and enforcement than a country with lower levels of
education? 2) Are better-educated populations in otherwise similar circum-
stances more prone to migrate when opportunities arise? 3) Is there a

differential effect on the fertility and mortality patterns of the receiving

\id
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country between allowing entry to a number of better educated people as
opposed to allowing an equal number of poorly educated people?

The first question is practically impossible to answer in any definitive
manner. OQOver the past century all countries have moved to increasingly
restrictive immigration policies. Those countries with the most politically
and socially sensitive labor movements (which often would be associated
with better-educated workers) probably moved most rapidly toward restric~
tion. 1In France and the United States sentiment mounted in the late 19th
century against free immigration and by the 1920's in both countries
highly restrictive measures had become law.1 The restrictionist sentiments
rose as the general educational level of the working classes rose in both
countries., Recently, in well-educated Switzerland, a general revulsion at
the presence of so many foreign workers has forced highly restrictive
policies on the Swiss government. In Hong Kong, to the contrary, restrictive
action has come only when the pressure of numbers threatened such basic
services as the water supply. The recent ending of Mexican "bracero"
contract labor importation in the United States was largely due to agita-
tion among labor circles in highly educated California rather than to
pressure from the less active and less educated working people of Texas
and Arizona. These examples are by no means conclusive and certainly many
other factors than the general level of education are more important in

determining the course of restrictive action on iummigration.

lsee paul Médecin, Etude sur 1'admission des etrangers en France,
Paris: Larose and Tenin, 1909, pp. 155-162; and Donald R. Taft, "Problems
Arising from Minorities," in F. J. Brown and J. S. Roucek, Qur Racial and
National Minorities, New York: Prentice-Hall, 1937, pp. 20-25.
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In response to the second query, it would seem that any relation
between level of education per se and propensity to migrate would be a
function of the tendency of education to raise material aspirations. 1In
recent history, the Europeans have been the most migratory people in rela-
tion to the size of their base population. The period of the great
European migrations of the 19th and early 20th century coincided with
rising literacy levels in nearly all the sending countries. Population
pressure in China, India, anu Java did ‘not result in vast outpourings to
the still open countries during the first 75 years of the 19th century.

The level of literacy also stayed very low during this period in these
countries, while European educational levels were relatively much higher
and were advancing.

When whole peoples migrate as a unit, the question of the educational
level seems irrelevant; but when, as in the modern world, migration is, for
the most part, an individual matter, a certain amount of education seems to
be positively associated with the propensity of people to move.

A response to the third question invclves not only the level of educa-
tion of the immigrants, but the level of tue receiving country as well.
Even though the immigrants may be advanced by world standards, they may be
relatively deprived by the standards of the receiving country. Certainly
most of the immigrants coming to the United States after about 1880 must
have seemed poorly educated and uncultured to thé native American whites.
This aspect of the situation probably influenced the ideas of Francis
Walker who became famous in American social thought for his thesis that immi-
gration does not increase population but merely substitutes one group of

people of a different race or nationality for the native babies who remain
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unconceived, Walker put his position in the following words:1

But it may be asked, Is the proposition that the arrival
of foreigners brought a check to the native increase a
reasonable one? . . . I answer, yes . . . Americans became
increasingly unwilling to bring forth sons and daughters
who should be obligad to compete in the market for labor
and in the walks of life with those whom they did not
recognize as of their own grade or condition.,

But Walker's theory, even if partially true, may have little relevance to
an immigration which is characterized by a higher educational level among
the immigrants than the average native of the receiving country. As an
example, what effect did the German and North Italian immigration have on
Brazil? In general it appears that the Germans tended to form relatively
prosperous enclaves which may have reduced the upward mobility of native
Brazilians. This is made clear in a comment made by lMortara on the basis
of a study of linguistic assimilation of immigrants in Brazil:2

The level of education attained by immigrants may have two
opposite effects. The tendency of those who were taught

in their motherland is to cling consciously or otherwise to
the culture they have acquired; those wno cannot read or
write feel little compunction about losing something they
never possessed. On the other hand, those who possess a
genuine cultural background are far better fitted than
illiterates to assimilate a second culture. Educational
influences go in the first direction in the case of Brazil,
especially as far as communities of German origin in the
southern states of Santa Caterina and Rio Grande del Sud
are concerned. Even so, there are noteworthy examples of
the opposite trend, especially among settiers of Italian
origin in the state of Sao Paulo.

1Francis A. Walker, “"Restrictions of Immigration," Atlantic Monthly,
LXVII, June, 1896, p. 825,

2Giorgio Mortara, "Immigration to Brazil: Some Observations on the
Linguistic Assimilation of Immigrants and Their Descendants in Brazil,"
Population Studies - Supplement on Cultural Assimilation of Immigrants,
March, 1950, p. 44. Mortara uses the Spanish, "Rio Grande del Sud,"
instead of the Portuguese, "Rio Grande do Sul."
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German migration to Brazil could not have had the effect of merely
displacing the natives as Walker argued was the general effect of immigra-
tion., If anything, it may have tended to perpetuate the traditional
fertility levels.

Some have argued that if immigration accelerates urbanization it will
depress fertility rates. Julius Isaac suggests that this is what happened
in the U.S.:1

Large-scale immigration has been one of the main causes of

rapid urbanization and industrialization of the United States

since the end of the nineteenth century. Urbanization and

industrialization, as we have seen, bring about a rapid

decline in birth rates, and hence a certain causal relation

is given between immigration and the decline in fertility.
The immigration of which Isaac speaks was, for the most part, poorly
educated when compared to the native population. Would an immigration of
those with equal or better education have accelerated urbanization? In
Brazil, the German immigration did not speed urbanization; in fact, most
Germans became agriculturists or ranchers. The Italians did accelerate
urbanization by their business activities, especially in Sao Paulo.

There are no clear or specific data available to allow even a tentative
generalization about the difference poorly educated immigrants have on
population trends within the receiving country as opposed to a relatively
better educated group. However, some generalizations can be made concern-
ing immigration and fertility. If the immigration speeds urbanization it
tends to reduce fertility. 1If it solidifies class iines, it tends to

impede lower fertility., If it tends to raise the general level of literacy,

it tends to lower fertility. If it merely substitutes one lower class ior

ljulius Isaac, Economics of Migration, New York: Oxford University
Press, 1947, p. 190,

o



CHAPTER 4 . 54

another, it has a slight effect on fertility, If it brings literacy level
and general per capita income levels down, it tends to raise fertility
rates in the receiving country.

In this chapter we have considered many of the investigations which
shed light on the interrelationships of population and education. It
appears that educational gains which occur when countries are already
somewhat urbanized and have already a fairly large proportion of the
population with median school years completed relatively high (e.g. 6~7
years) may act to depress fertility, but that in other more underdeveloped
nations, such educational gains are not likely to depress fertility to any
significant degree. However, educational efforts directly aimed at fertility
decrease may have important effects in less developed areas. The relation-
ship between education and mortality and migration appears to be much less
direct and of much less significance for the general problem of population
control. All generalizations concerning linkages between population and
education must be regarded as tentative, for the research thus far undertaken

in this area has only utilized crude and aggregated educational measures.



CHAPTER 5
URBANIZATION AND EDUCATION

As has been asserted in a number of contexts in the preceding
chapters urban areas are the principal locus of the many social changes
subsumed by the term development. These changes usually occur first, and,
at any given point in time, will be most pronounced, in urban areas. Thus
although we have dealt separately with such dimensions of development as
social mobility, national integration and population change, these as well
as other social changes in the development process might all have been
examined in their relation to the urbanization process. This chapter while
not attempting a synthesis of preceding explorations does emphasize the
relationships between certain components of urbanization. And to avoid
excessive repetition with discussions found in other chapters, the analyses
of linkages between urbanization and education are brief and illustrative
rather than comprehensive.

The present analysis of urbanization and education describes a con-
ceptual model of urbanization and traces some of the consequences suggested
by that model for the role of education in social change. Urbanization
means more than simply the growth of cities. In addition to this apparent
feature of urbanization, a number of other changes serve to transform a
rural and agricultural society into an urban and industrial society. The
growth of cities, as is emphasized throughout this study, signals a broad
social transformation.

Educational changes are a necessary accompaniment to the urban
transformation of societies, largely because all social institutions

wust be involved in the broad scale of changes that are taking place.
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The growth of urban populations, for example, brings pressure upon the
educational institutions to develop those adaptive attitudes and values to

1 The movement toward an urban-based,

make urban social life viable.
industrial economy requires functional readjustments in the educational
process which can supply the necessary labor skills and labor commitment

to sustain industrial enterprises. In short, the educational supports of
rural values, an aristocratic stratification system, and agricultural work
patterns cannot satisfy the dramatically different demands created by an
urban industrial society. FEducational content, as well as the definitions
of who is to have access to educational facilities, must be adapted to the
changing social demands of a society in the process of development.

The impression should not be created that urbanization and educational
changes are, or must be, perfectly attuned to one another. There will tend
to be serious time lags, often created by the social barriers to change
that exist in every society. A certain amount of tension and friction
seems to be inevitable, which is why the developwent process is never
smooth but is always beset with difficulties.

Some comment on the theoretical tone of this chapter is in order. To
understand the complex dynamics of urban change aud to organize what has
become a growing mountain of empirical data, it is necessary first to
be prepared to develop models broadly theoretical. This does not mean the

pursuit cf theory for its own sake. Rather, it is being argued that a

lA report by the United Nations, for example, contends that many of the
so-called consequences of urbanization and industrialization can be under-
stood as the "attempted preservation of preindustrial ways of life in an
alien and inappropriate environment.'" United Nations, Processes and
Problems of Industrialization in Underdeveloped Countries, New York: 1955,
p. 119.
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logically consistent theory which can be subjected to empirical testing in
whole or in part is necessary for bettex understanding of the nature of
social change and its consequences. Inasmuch as the very study of develop-
ment depends upon the assumption of similarity and comparability between
societies, it is the better part of scientific strategy to consider the

assumption in an explicit theoretical manner.

The Urban Continuum

A strategic dimension of the analysis relies on the concept of a
continuum of urban societies; i.e., on a model of urbanization in which
one extreme is typified by traditiomal and preindustrial societies, the
other by urbanized societies with all variations theoretically ranged
between the two. The idea of an urban continuum has a long history in
sociology, exemplified by Redfield's "folk-urban,“1 Toennies' "Gemeinschaft-
Gesellschaft,“2 and Becker's "sacred-secular"3 contrasts, to mention only
a few. The common feature of these and similar models is the view that
societies can be graded in terms of one or more urban characteristics,
such as the degree of secularization, the number of voluntary associations,
the complexity of the division of labor, and the degree of reliance upon
secondary social controls. Although these models have correctly viewed
urbanization as a form of broad social change, they have suffered from at

least two faults. First, they have defined variables vaguely.4 Redfield,

1Robert: Redfield, The Folk Culture of Yucatan, Chicago: University of
Chicago Press, 1941.

2perdinand Toennies, Fundamental Concepts of Sociology, tramns. by
C. P. Loomis, New York: American Book Company, 1940.

3Howard Becker, Systematic Sociology, New York: Wiley & Sons, 1946,
pp. 222 f£f.

4yorace Miner, "The Folk-Urban Continuum," American Sociological
Review, 17:529-37, October 1952.
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for example, combines a number of ideas in his concept of Wgecularization"
so that it is impossible to find empirical referents that can match the
concept. Second, most models of urban continua have attempted to cover the
full range of history and, therefore, have had to sacrifice specificity to
maintain the historical sweep. After all, if the urban definition has to
encompass Ur in the third millenium B.C., ancient Athens, and modern London,
there is not a great deal that can be said about a class of phenomena that
includes such extreme variatioms.

The model described here is based upon the general form of an urban
continuum. Like the earlier models, it assumes that there is a general line
of urban development from '"nonurban' to "yrban." However, it avoids certain
faults that have weakened earlier formulations. For one thing, the model is
phrased around four variables which have specific empirical referents. For
another, the model is limited to the special historical case of industrial
urbanization. It is generally concerned with the urbanizing process that
began in the West around 1800 and that is currently being reiterated in
developing countries elsewhere throughout the world. Finally, the model
does not assume a single straight-line evolutionary process through which
all societies must pass. On the contrary, the model posits certain relation-
ships between the four variables of urbanization and claims only that an
jncreased rate of growth in one variable carries consequences for the others.

The process of industrial urbanization today, then, can be seen as a
reiteration of the process experienced by Western nations earlier.l The
time and culture spread between say, England of 1800 and Ghana of 1960, is

not as great as it may seem on the surface. To be sure, while many features

1Leonard Reissman, The Urban Process: Cities in Industrial Societies,
New York: The Free Press, 1964, pp. 158-~194.
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are unique to each particular historical case, the main outlines are
strikingly similar. The developed and urbanized countries of the world

are intimately involved in the transition of the underdeveloped countries by
a number of economic, political, and other social ties. The underdeveloped
countries, on their side, have taken the developed countries as a deliberate
model to emulate in major particulars, e.g. the "demonstration effect."
Finally, certain functional relationships in the development process do
operate so that a choice of one goal carries unavoidable consequences for
other goals. For example, the attainment of increased industrialism would

" seem to demand an investment in education to produce the necessary skills.
Similarly, the effective mobilization of a society in order to achieve the
benefits of an urban industrial social structure necessitates the develop-
ment of a middle class. 1In short, in order for the developing countries to
achieve their major goals, they must also incorporate some of the features
that have characterized the earlier process in the West; not because of
imitation alone, but because there are functional relationships that link
the stated goals to certain consequences.

Clearly, the assumption for considering urbanization today as similar
to the process earlier experienced by the West depends upon the specifica-
tion of the variables or characteristics that both periods share. The
assumption rests, it is tentatively hypothesized, upon four variables that
phrase a theory of urbanization: (1) Urban growth, (2) Industrial growth,
(3) Rise of a middle class, and (4) Nationalism as a dominating and
unifying political ideology. These four variables encompass the primary
dimensions of urbanization and are an integral part of that transformation.

Urban growth (not to be confused with the broader concept, urbaniza-

tion) is an ecological measure, referring to the increased concentration
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of a country's population in cities., Such concentration, in part, comes
from a response to the labor force requirements of industrialization.
However, even before industrial demands are sufficiently large and stable to
support a sizeable number of people, urban migration may well occur. Rural
poverty, land tenure patterns, the breakdown of the traditional joint or
extended family system, and the pull of the city may all combine to over-
come inertia and to move people off the land.l Often, in today's developing
countries, the situation may not be much improved for the migrants, but

they continue to come. There is little question about the rapid rate of
such migration and about the severe urban problems it creates.2 The

rapidity can be appreciated by noting the differences in Table 1 below.

Table 1

POPULATION IN LARGE CITIES (100,000 +)
(In Millions of Persons)

1800 1850 1900 1950

% of % of % of % of

Total Total Total Total

Area Number Pop. Number Pop. Number  Pop. Number Pop.
World 15.6 1.7 27.5 2.3 88.6 5.5 313.7 13.1
Asia 9.8 1.6 12.2 1.7 19.4 2.1 105.6 7.5
Europe?@ 5.4 2.9 13.2 4.9 48.0 11.9 118.2 19.9
Africa .3 .3 .3 .2 1.4 1.1 10.2 5.2
America .1 A 1.8 3.0 18.6 12.8 74.6 22.6
Oceania 1.3 21.7 5.1 39.2

Source: United Nations, Report on the World Social Situation, New York:
1957, p. 114,

4Including USSR.

IThe International Labour Organization reports that economic push factors,
even when quite marked, are not sufficient to cause a large movement out of
agricult ure without the presence of strong economic pull factors (at least as
perceived by rural folk); the two must operate together. I.L.0., "Why Labor
Leaves the Land, A Comparative Study of the Movement of Labor Out of Agri-
culture," Studies and Reports, New Series No. 59, Geneva: 1960, p. 209.

2ynited Nations, Community Development in Urban Areas, New York, 1961.
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During the nineteenth century, Europe's urban popuilation increased
from five and one-half million to 48 milliorn -- a rise of 43.5 million.
In Asia from 1900 to only 1950, the urban population increased from 19.5
million to over 105 million -- an increase of 86 million in fifty years.
In other words, Asia's urban population increased twice as much and twice
as fast as that of the West.l Urban increases in both Africa and the
Americas were almost equally dramatic and swift. Many of the problems
faced by developing nations today have their genesis in the magnitude and
pace of urban growth that they are experiencing. Housing, health, trans-
poriation, and the development of attitudes and values attuned to the urban
environment are among the most pressing, just as they were (and in some
cases remain) the major problems faced by urbanizing societies everywhere.

Industrial growth is the second variable to be identified in the
urbanization process. It refers not only to the growth of industry and
commerce, but also to the relevant attitudes that make such industrial
development possible. At a manifest level, this process involves a major
economic shift from agriculture to manufacturing, from the land to the
urban factory. Understandably, the shift also requires concomitant altera-
tions in a number of related economic sectors, including the credit
structure, employment, the labor force structure, and resource allocation.

At the latent level, a number of critical changes also are made in

1Another way of viewing the growth in urbanization is indicated in
the following projections: In 1950,21 percent of the world's population
lived in cities of 20,000 or more and 13 percent in cities of 100,000 or
more; the estimated figures for 1975 are, respectively, 30 percent and
19 percent. Philip Hauser, "The Social, Economic and Technological
Problems of Rapid Urbanization," in Industrialization and Society, edited
B. F. Hozelitz and W. E. Moore, Unesco-Mouton, 1963, p. 201l. Some
estimates indicate that by the year 2000 as much as 60 percent of the
world's population may be urbanites.
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education, family structure, class structurz, and political forms. Societies
cannot be shifted from one economic base to another without compensatory
readjustments taking place throughout the social structure.1
Industrialization is most frequently the major goal -~ not necessarily
achieved of course -- that developing nations explicitly set for themselves.
It is as an industrial nation that they aim to succeed. Certainly, one need
not expect that these developing countries will traverse exactly the same
path as that taken earlier by Western countries. At the very least, it can
be expected that some of the intermediary steps will be avoided simply
because the developing nations can benefit from the most recent technologi-
cal knowledge in public health, safety, productivity, and resource uses.
However, the outstanding comparable features in the two time periods rest
upon the recognition that the social changes engendered by industrialization
turn out to be very much the same: a similar need for work comamitment, for
a detailed division of labor, for a rational work organization, and for
consumer aspirations, to mention only a few.2 In other words, the desire
by the leaders of developing nations to emulate the industrial features of
the developed nations necessarily involves them in a reiteration of the
process followed earlier in the West. The functional prerequisites of the

process leave no other choice once the goal of industrialization is chosen.

1In its fullest dimension, industrialization makes it necessary, as
Frankel has phrased it, '"to repair and maintain; to think of tomorrow, not
only of today; to educate and train one's children; to prepare oneself for
new activities; to acquire new skills; to search out new contacts; to widen
the horizons of one's experience; to invent, to improve, to question the
'dead hand of custom' and the heritage of the past." Herbert Frankel, The
Economic Impact on Under-developed Societies, Oxford: Oxford University
Press, 1953, p. 69.

2See in this connection, Wilbert E. Moore & Arnold S. Feldman (eds.),
Labor Commitment and Social Change in Developing Areas, New York: Social
Science Research Council, 1960.
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The emergence of a middle class into leadership is the third component
in this model of the urban process, The shift from land to factory, as
noted above, necessitates deep structural changes, among which is a restruc-
turing of power relationships in society. It is not a simple case of power
exchange from those who have it to those who want it. Rather, the dynamics
associated with industrialization necessarily result in the shift of power
from a land-based aristocracy to a new, rising, urban-based elite that is
most identified with the changes involved in that transformation. A middle
class is not simply a passive recipient of the power that develops from the
restructuring of social relationships. Much more importantly, it is the
group that supplies the leadership for and the forces behind the change.

It should be kept in mind that the impetus for this massive social trans-
formation must originate and be fed by some social stratum; in other words,
by some group of human agents. Neither the older aristocracy nor the large
bulk of the traditional peasantry or primitives in pre-urban societies
wants to or can supply that force. The aristocracy would have things stay
as they are, or failing that, make the most minimal concessions to change.
The rural peasantry, on the other hand, lacks the knowledge, the values,
and the conceptions of the industrial urban future. Their view of social
change is very restricted., Most frequently, it is limited to changes in
land tenure and ownership patterns because their social world is bounded
by the land and by agriculture. A middle class alone is committed to the
guccess of industrial urbanization and possesses the talents needed to lead
for such changes. This was true earlier in the West, and is true again
today in the developing countries.

The composition of thé middle classes in the developing countries is

different from that of the bourgeoisie earlier in the West, but the functions

X
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that are served have remained generally the same. Instead of the merchants,
entrepreneurs, and traders, the emerging middle classes today more often
consist of govermment bureaucrats, the military, the clergy, teachers,
lawyers, and other professionals. The classes tend to be numerically small
at the beginning of the development process, but the roles they fill in
directing the nation along that process is a critical one. It must also be
noted that education provides a major channel for the development of a
middle class, especially in its early formation, and as one survey concluded,
"a higher education is often the passport that takes a man from the lower
ranks of society into the middle classes."1
Not only is there a similarity in function served by the middle classes
today in the developing countries and that served earlier by the middle class
in the West, but there is a similarity in "content." That is, a large
number of the leaders in today's developing countries have been educated in
the colleges and universities of the West. They have learned about Western
values and Western history, and though they do not seek to duplicate that
history in all particulars, they do seek to emulate certain of its features.
The rise of nationalism is the fourth and final variable to be con~
sidered in this theory of urbanization. Nationalism (not to be confused with
the narrower concept, patriotism) serves the function of supplying a unifying
set of values during the transition period of social change and later. It
is a rationale that legitimates and endows the efforts of the middle class
with purpose and meaning, not alone for them, but for all of society. In
the West earlier, and again today, nationalism is the dominating ideology

of the middle classes during their emergence into power. For nationalism

1Development of a Middle Class in Tropical and Sub-tropical Gountries,
Brussels: International Institute of D Differing Civilizations, 29th Session,
1956, p. 467.

AN
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seeks to replace older traditions, former loyalties, and a broad spectrum
of beliefs that were once adaptive but no longer can be for the society
that is emerging in the urban process.

Nationalism is a concept that emphasizes a sense of national identifi-
cation, bolstered by social institutions and new social traditions. It is
more than a psychological reality; it must also be a social reality.
Nationalism, to be successful in its fullest meaning, must unite individuals
by a mutual bond cf acceptance of « set of institutions and values. For this
is the significance of the nation, which in Renan's excellent phrase is a

plebiscite de tous les jours. The nation comes to replace the myriad social

realities that have formerly divided a population: language, dress, custom,
kinship, and religion. 1In the face of such manifest and traditional divi-
sions, nationalism can be used to supply the explanation and the mechanism
whereby the unification of a nation can be accomplished; where the obvious
differences that separate a people are considered as less important than
the common bonds that unite them. As Silvert has rightly concluded,1

Nationalism as a social value has been the major cohesive

force to date within each separate medern society, and . .

its existence in underdeveloped areas is a natural part of

the process of development, very often anticipatory of the

social class structure which is its only real justification

and its only ultimately legitimate social reason for being.

In summary then, the process of industrial urbanization involves a -

consideration and analysis of four components: the growth of cities, which

serve as the ecological arenas for change; the growth of industry, which

1g. H. Silvert (ed.), Expectant Peoples: Nationalism & Development,
New York: Random House, 1964, p. 26. Nationalism as defined by Silvert
‘and as used in this chapter is closely related to the term national inte-
gration as used in the previous chapter. However, since our analysis of
national integration places somewhat more emphasis on the structural demands
of nationhood and somewhat less on valuational needs, a distinction is
maintained,
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supplies the economic basis and the economic character of the transformation;
the emergence of a middle class, which supplies the necessary leadership for
the change; and finally, the rise of the ideology of nationalism, which
supplies the rationale, the legitimating purpose, and the social cohesion
that can mobilize a population behind the change. These four components,

it is argued, were the essential features in the urbanizing process earlier
experienced by Western nations, and are evident again today to fulfill the
same functions in those countries beginning the same social transformation.
But to reiterate a necessary caution: The two processes are not exactly the
same with regard to many particulars; however, in terms of the four
variables that have been identified there is room for comparing the similari-

ties that do exist,

A Model of Urbanization

Using the four variables as a basis, an ideal-typical model of urbaniza-
tion has been constructed. The model represents an abstract statement rather
than an historically factual one. The purpose here is twofold: first, to
illustrate a logical set of relationships; and secondly, to establish a
means for comparing the levels of urbanization of different countries. 1In
the first instance, the model can suggest possible hypotheses for testing;
in the second, the model yields the means for constructing a typology of
societies,

A word about the empirical measures used for the model. It is exceed-
ingly difficult to devise indicators which will directly measure such
phenomena as size of the middle class or nationalism. This is particularly
true if one wishes to use these measures for cross national comparison.

While the indicators used here to measure these two variables are far from
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satisfactory, they are coaceptually relevant. Moreover, the model does not
stand or fall on the empirical measures: i.e., the latter are used more as
a suggestive, than a final, reliable index.

Using the data available for several countries, representing a wide
range of development, the following measures of the four components of the
model were selected.1 Tne measure of urban concentration was the proportion
of the population living in cities of 100,000 or more. The measure of
industrialization was the percent of the national domestic product accounted
for by manufacturing. The measure of the size of the middle class was taken
as per capita income, the assumption being that the higher the per capita
income, the larger the size of the middle class. The measure of nationalism
was taken as the percent of the population 15 years old and older that was
literate. Here, the assumption was that nationalism requires a certain
amount of information and an ability to deal with abstractions -- require-
ments fostered by a minimal level of education and the ability to read.

The procedure was then to plot these measures against each other,
using the data for the several countries. The resulting pattern of relation-
ships was one that fit both logical demands and the expectations that the
theory would support and explain. Industrialization and urban concentra-
tion were found to be correlated positively and in a linear fashion. The
middle class variable bore a curg}linear relationship to those two variables,

%
increasing more slowly than either industrial or urban growth at the
beginning, then rising sharply later in the process. Nationalism presented
a curvilinear relationship that was the mirror opposite to that found for

the middle class variable, Natjonalism tended to increase more rapidly at

1z full description of these measures and their rationales is given
in Reissman, op. cit., pp. 202-209.
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the first than any of the other three measures, then leveled off later on.
Using these trends as suggestive, an abstract model of the relationships
just described was constructed. The result is shown in the accompanying
diagram, "A Conceptual Model of Urbanization.'" It should be noted that
differences in population size do not affect the model since each of the
measures is based upon population proportions. Also it should be emphasized
that this model does not assume a rigid and necessary line of evolutionary
change. Societies, in reality, will deviate from the rzlationships that
are hypothesized here. Furthermore, not all societies will move the full
distance indicated by the model, but instead, may stop at any point for
any reason. The model, in short, is hypothetical and suggestive as models
in science should be. 1Its utility stems from the suggestive relationships
it can generate.

Four ''development stages' have been indicated in the diagram of
urbanization. These should not be read as evolutionary stages through
which all societies must pass, but rather as critical cutting-points in the
process of urbanization where societies are confronted with possible
alternative choices. Stage I symbolizes societies that have not yet started
the process. Urban concentration is low, industrialization has not yet
begun, and the middle classes are almost absent. The beginnings of nation-
alism are evident, but it is still an ideology primarily based on a common
antipathy toward the outsider, "negative nationalism." At this stage, as
at later stages, societies may move along any one or more of the variables
of change; i.e., urban growth, industrial growth, middle class expansion,
or nationalism. Separate consequences develop for each society depending

upon the particular path that is chosen or followed.
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Stage II societies show certain significant developments. There is
some evidence for the beginnings of urban concentration, of a start toward
industrial development, and for signs of a small middle class cadre. Nation-
alism has reached or is close to the apex and is now at the point of being
converted to a more positive ideology than it was at the earlier stage.

The sentiment that served earlier to build cohesion by antipathy, as in
anti-colonialism, must now be converted to construct a more viable social
solidarity through internal nation-building.

Stage III represents societies that are well along the path of urban-
ization. Nationalism has attained a relatively high and stable level
indicating that the political institutions of the new society have taken
hold. Urban concentration has reached a point where almost half of the
population is now resident in cities, The urban population, in turn, is
reasonably securely supported by a growing rate of industrialization.
However, the significant characteristic of societies at this stage is the
expansion that is ready to occur in thic middle classes. Until this point,
the benefits of industrial urban development have been shared among those
who are members of a relatively small elite. Thcy have by no means filtered
down significantly to the lower strata. The impetus for an increase in
middle class growth comes from two directions. The ecoromic impetus is
engendered by the fact that future industrial expansion depends upon widening
the consumer and labor markets; the first to create a demand for industrial
products, and the second to build a labor force with sufficient technical
skills to meet the developing demands of industry. The increased growth
of a middle class also comes from social and political sources in that
demands for social mobility and for higher living standards become more

pressing than before. The desire to share in the fruits of industrial

).

/
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urban development now become widespread and provide the basis for demands by
different groups in the population who are not yet in the middle classes.
Stage IV describes societies that are more or less fully developed.
Each of the variables has begun to level off because the formerly high rates
of growth could not be maintained indefinitely. Since these societies are
not the main concern of this essay, there is no need to describe them any

further than as shown in the diagram.

The Role of Education

It is unlikely that the patterns thact have been described will be
followed exactly. Some countries have over-urbanized relative to their
levels of industrial growth. Others have delayed any serious middle class
expansion, and so forth. Deviations are likely to occur in the actual case.
However, the vodel is suggestive in that it can systematically indicate the
nature of those deviations and some of the consequences that follow from
them. A consideration of some of the possible variations in connection with
the role of education is now in order.

It should be clear from the model that there are multiple functions to

be served by education, relative to eavh of the four variables that have

been identified. A first priority must be given to education for nationalism,

by which is meant education aimed at crecating a sense of naticnal identity.
The possible role of education in this regard was described in some detail
in Chapter 3 and only a few comments need to be added here. The aim of
nationalism is to build legitimation for the nation as a polity and to
achieve unity as quickly as possible. Education provides the only means

for mobilizing belief behind this ideology and for giving it substance.
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As Sigmund has noted,

It is not only the radical or revolutionary regimes that
put a high priority on basic education and political
indoctrination. All the modernizing nationalists recognize
that the educational system can be used to develop loyalty
to the nation -~ and to the party, often considered to be
synonymous with the nation. The line between education

for citizenship and political indoctrination is a thin

one . . . but the modernizing nationalists universally
accept the need for a high political content in education.

Because of the low levels of literacy that are usual in a country at
the early stages of its development, informal educational channels come to
be relied upon in large measure: public broadcasts, the wide use of graphic
symbols, and pilot projects of one sort or another with a high probability
of success. Formal education must also be fostered in order to build a
basis for future development and to ground the social institutions of the
new natlon as firmly as possible. After all, this transition period is
marked by the destruction of most of the traditional values and institu-
tions; a new and functional set of beliefs must be developed as soon as
possible.

Having begun that process, education must then seek to alter the
direction of nationalism toward positive development goals rather than
simply establishing the nation in the sentiments that people currently hold.
Hence, new traditions must be taught to replace the old. New institutions
and values must be developed to £ill the gaps left by the destruction of the
older values, If education fails in this function, the most likely
deviation from the model that can occur is an extension of nationalism for

its own sake, but without any supporting institutions to give it substance

and reality.

lpaul E. Sigmund, Jr. (ed.), The Ideologies of the Developing Natioms,
New York: Praeger, 1964, pp. 9-10,

4
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Education for industrial skills and for an industrial work ethic is
another function that education serves, one that becomes a pressing need
after national independence has been more or less attained. It is along
this dimension that most discussion of manpower and educational resources
are phrased, within the context of what has been called the "manpower" or
"human capital" approach. Harbison has summarized the features of this
dimension, based upon the conclusions of an analysis of 75 countries
ranging from underdeveloped to advanced.

First, there is a strong correlation between a country's
educational development and its economic productivity . . .
Second, education alone is not enough to assure a nation's
prosperity . . . All that we can predict is that a well-
educated and motivated people will do extraordinarily well . . .
Third, in its educational investment a country must adopt a
balanced program, suited to its own needs and state of
development, or it may run into trouble . . . Fourth, a
country's educational investment and goals must be shaped
rezalistically to the level of its economic development . . .
ifth, education_ generates a strong demand and push for more
education . . , !

However, there is some tendency to overstress the importance of this
one educational function. For one thing, foreign assistance for this educa-
tional purpose is usually more likely to be made available than for any
other. For another, industrial growth comes to be defined as the main
symbol of successful development. Yet, the undue allocation of resources
for this educational function, alone, can seriously endanger the future
success of development. As the model implies, industrial growth of the
sort typified by Western countries requires a solid middle class base as

well as strong national traditions and institutions. A technically compe-

tent labor force by itself is not enough to assure continved industrial

1Frederick Harbison, "Stratezics for Investing in People," in John W.
Hanson & C.S. Brembeck (eds.), Education and the Development of Nations,
New York: Holt, Rinehart & Winston, 1966, pp. 156-7.
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growth, nor is it any guarantee of a democratic political form. The latter
requirements must be met by a broader educational function than the one
supplied by a highly concentrated industrial arts education. Those who
would emphasize these manpower aspects of education to the exclusion of
other facets are, thereby, seriously misreading the history of the West

and the nature of social change in today's development process.

One of the most subtle functions that education has to serve is to
create a middle class environment. The inculcation of such middle class
attitudes as the aspirations for upward mobility, the stress upon
individual achievement, a responsible social ethic, the respect for law,
and a pragmatic orientation to the social enviromment all necessitate a
relatively long educational process. Those attitudes require a generation
or more to be developed and they come about not through formal instruction
alone, but through other experiences as weli, In large measure, it can be
said, development has not succeeded until the mechanisms for the creation
of this middle class base have been established. Chapter 2 in considering
the routes of social mobility gives particular attention to this problem.

Education for urban living is the last function that might be men-
tioned. Little has been done formally in any country regarding this
function. Urban clusters make mass education feasible because the students
are close at hand and educational facilities can be concentrated in a most
efficient manner. Yet, very few countries have used those facilities for
the purposes of formally educating a population to the urban environment.
In developing countries, as in those that are already developed, much of
the learning of the urban life style takes place through the informal
channels of the neighborhood, the voluntary associations and the peer

group. Several chapters in this study have made reference to thiz problem
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in one context or another. Of particular relevance in terms of the
relation of the school to urban behavior are Chapter 6 which considers the
behavioral requirements of a developed society, and Chapter 4 in which the
interactions of urbanization, population change, and education are analyzed.

It can be seen from the above analysis of the relationship between
education and the components of the urbanization model that conflicts may
exist. A policy of "education for industrialization," at least to the
extent that it implies meeting high level manpower requirements, may result
in different kinds of education for different social groups. Educational
facilities, thereby, may become converted to serve elite groups rather than
opening up the entry into the middle class stratum as suggested by the
model. The point to be made, however, is not that such a likelihood exists
always, but instead, that there are consequences that result. As the model
suggests, at some point in the development process t'iere must occur a
marked increase in the size of the middle classes: an opening of social
mobility opportunities for those in the lower strata cf the class structure.
If this fails to materialize then the entire urbanization process is
endangered. For one thing, the supply of needed talent for later industrial
development is not prepared; for another, there is insufficient commitment
to national development because too few have shared in the fruits of such
development. In terms of the indicated developmental stages, if a nation
is to progress beyond the point noted as Stage III, it is necessary to have
established a sufficiently good system of education that is open on a mass
level.

There are, of course, several possible educational implications of any
alterations in the patterns depicted in the model. A nation, because of

rapid economic growth and existence of certain egalitarian principles,
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might see an unusually rapid increase in the middle classes. Such increase
if, for example, it were largely represented in the number of clerks and
government employees might take place without parallels in industrialization.
Such a situation would call for appropriate changes in educational goals

and curricula. More likely, rapid increase in the size of tbe middle classes
would be accompanied by sizeable increases in industrialization. If there
were a lagging development of nationalism some educational adjustments
eventually would have to take place (see Chapter 3).

To take another case, rapid nationalism may reflect a priority to mass
education, a policy not in keeping with maxiwizing the schools contribution
to enlarging the middle classes since middle class roles generally demand
at least a secondary education. Or conversely an educational policy designed
to provide, for those capable, the academic or technical skills which permit
enlargement of the middle classes might not allow giving priority to a

program for the dissemination of national symbols through mass education.

Conclusions

It should be evident by now that the model of urbanization that has
been discussed is not meant to be read as a rigid, evolutionary, design.
The value of this presentation is that it allows the analyst to evaluate the
empirical deviations from the ideal model. In other words, it is not
argued that societies must indeed develop in precisely the manner indicated;
rather it is contended that consequences of the deviations from the
pattern that might occur can be better understood.

There is always asymmetry in the development process with regard to
the four variables that have been identified, a condition with consequences

for educational change as well. A frequent deviation from the model, for
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example, is the rate of urban growth, which tends to be more rapid than
the xate of industrial growth. The effect is to populate cities with more
people than can be supported with‘ : the available resources of a developing
nation. Energies and resources that might otherwise be employed more
effectively to increase per capita income must be diverted to alleviating
some of the more glaring miseries and evils created by over-urbanization.

The asymmetry that can develop as regards the middle class has already
been indicated. The early middle class elite may well develop strong
elitist desires and seek to preserve itself as an elite by keeping out
later entrants to the class pesition. Education, as one of the major
channels for upward social wchi!, v, becomes a tocl to freeze the class
structure at an early stage of development. In short, the development
process is never smooth and even.

Another important point in connection with the application of the
model needs to be mentioned. Societies in the process of urbanization
are confronted with & nuwber of alternatives during the transition phases.
Not all of the necessary developments can occur at the same time. Hence,
a society at Stage II, for example, may turn to any one of the four
possible variables as the primary channel for the transition to the next
stage. The society, by whatever means, may seek to discourage urban
migration and to concentrate upon industrial growth wherever possible.
It may, in that connection, seek to enhance its rural environment as a
means of cutting down cn the number of urban migrants. Certainly, part
of such a program would involve a decentralized educational structure by
which the schools move out into the country rather than being concentrated

in the cities. These choices, of course, are not always consciously made,
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but on the basis of the model, conscious choice must sooner or later enter
the picture: the sooner it does, the more rational and efficient the
program i3z likely to be.

The point to be stressed in all of this is that there is no one path to
development, but instead, a number of different paths. Yet, if successful
develecpment is to be attained -- or at least approached as a possibility --
with a minimum of friction and social destruction, then some bal.ace must
be achieved between the several components that have been identified. 1In
that regard, education can play a pivotal role by effectively preparing a

society for the next order of changes that must come about.

2



CHAPTER 6
EDUCATION AND BEHAVIORAL CHANGE

As all of the previous chapters have indicated, development is not
only defined and justified in individual as well as institutional terms
but it involves basically certain beliefs and actions of individuals.
Identifiable individual commitments, value orientations, attitudes and
- behavior are prerequisites as well as products of the development process.
The literature on development supports the notion that certain percep-
tions and values facilitate and others hinder the establishment of behavior
patterns that support development. In addition to the references identified
in Chapter 1 many others could be mentioned. The differences in the developr
ment of Japan and Thailand have been analyzed in terms of the dominant value
systems in these countries.1 Many instances have been cited by Foster in
which innovations are resisted because they run counter to the existing
values, beliefs and &ttitudes of people in traditional cultures.2 Hauser
provides evidence to support his contention that one barrier to economic
development in less developed areas consists of value systems which conflict
with material aspirations.3 The need for value changes in developing nationg

and for a type of education which ties together cognitive and affective

lpliezer B. Ayal, "Value Systems and Economic Development in Japan
and Thailand," Journal of Social Issues, 19, 1, 1963, 35-51.

2George M. Foster, Traditional Cultures and the Impact of Technologi-
cal Change, New York: Harper and Brothers, 1962.

3Philip M. Hauser, "Cultural and Personal Obstacles to Economic
Development in Less Developed Areas,”" Human Organization, 18, (2), 1959,
78-85.
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learning (i.e. education which provides both the skill and the desire

necessary for change and growth), is stressed by Mioore.1 McClelland and

2 emphasize the need structure, motives and pevsonality underlying

3

Hagen
industrialization, while W. Rostow” speaks of education for new roles and
the rise of new values in the process of economic growth.

The lists of social and psychological prerequisites to development are
quite reasonable -- economic development, for example, obviously rests on
a willing labor force ~-- but the major foundation of such enumeration
appears not to be theory but the casual observation of western experience.
Many of the prerequisites, such as political stability or innovating person-
ality, are poorly defined in an cperational sense and refer to rather large
and amorphous phenomena. Prerequisites are obviously related, but the
exact nature of these relationships usuaily remains chscure. In addition,
the two level: c¢f description -- social and individual -- are often
confused (as in the case of need achievement). Finally, and most importantly,
the lack of a theoretical substructure makes it difficult to draw implications
for action. It is almost impossible to propose plans for the creaticm of
amorphous prerequisites, and the programs which are suggested must neces=-
sarily be so far-reaching that their successful implementation is highly
unlikely. Saving, for example, is a prerequisite, but unless this phenomenon

is analyzed in all its complexity, and unless its relations to other variables

Lyilbert E. Moore, "The So~ial Framevork of Economic Development,"
Tradition, Values and Socio-Economic Development, Braibanti and Spengler
(eds.), Duite University Press, 1961.

2pavid McClelland, The Achieving Society, New York: Van Nostrand Co.,
Inc., 1961; Everett E. Hagen, On the Theory of Social Change, Yomewood,
Illinois: The Dorsey Press, 1962,

3. w. Rostow, The Stages of Economic Growth, Cambridge, 1960,
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are clearly recognized, few meaningful suggestions for increasing saving
among peasants, for exzample, can be made.1
It is the purpose of this chapter to present a theoretical basis for
the analysis of social and psychological prerequisites to development.
Procedures for the creation of prerequisites will be deduced from this

foundation, and on= set of procedures, education, will be analyzed in

detail,

"Behavioral'" and "Social" Prerequisites

In focusing on the individual in the development process, most of the
literature that exists deals with the attitudes, wvalues or various "internal
states" of individuals that support economic growth, social mobility, etc.
Although such an approach has merit, it seems worthwhile to concentrate on
the overt behavior of individuals. Such an approach, centering initially
on the behavior of individuals, promises to increase the precision of the
analysis of prerequisites since present tools of the social sciences are
well able to handle phenomena such as the acticns of individuals and small
groups.2

The importance to development of individuals' actions ic most apparent
when men are secen as entrepreneurs, government administrators, voters,
investors, consumers of goods, "innovators," and individuals with achieve-
ment motivation. Yet thus far sociologists and anthropologists have

concerned themselves largely with the ''social" rather than the

1Raymond Firth and Basil S. Yamey, Capital, Saving and Credit jin
Peasant Societies, Chicago: Aldine Publishing Co., 1964.

2por examples of such an approach, see Peter M. Blau, Exchange and
Power in Social Life, New York: Wiley, 1964; and George C. Homans, Social
Behavior, New York: Harcourt, Brace and World, 1961.
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CHAPTER 6 4

"individualistic" aspects of development. The emphasis on aggregates and
the exclusion of individuals reflect methodological limitations1 rather
than the nature of the real world, however, as is indicated by the fact that
most studies of social prerequisites rely heavily on descriptions of
behavior and are thus concerned, at least implicitly, with the actions of
individuals.2 Much of what is currently classed under the rubric of social
and cultural prerequisites, including such abstractions as the "long-range
point-of-view," is in essence the delineation and elaboration of the common
elements or distinguishing characteristics found in a variety of individual
or group actions.3

If development involves, to a large extent, various actions of
individuals and groups, then the prerequisites of such component elements
as industrialization or urbanization must also be considered in terms of
individual and group activities. In order for economic development to occur,
cor example, people must save and invest, man must innovate, peasants must
be willing to work in factories. It is appropriate, then, to speak of

behavioral prerequisites, i.e. the behavior patterns which must exist in a

society if development is to come about.

1The most important methodological problem is found in the analysis
of the relationship between individuals' actions and the social context.
One recent solution has been proposed by George C. Hemans in his presi-
dential address “Bringing Men Back In," American Sociological Review, 29,
(6) 1964, pp. 809-818.

2Bert F. Hoselitz, Sociological Aspects of Economic Growth, Glencoe:
Free Press, 1960; Moore, op. cit.

3For example, Levy discusses industrialized societies in terms of
pattern-variables, but shows that these refer either to behavicr itself or
to norms which determine action; larion J. Levy, The Structure of Society,
Princeton: Princeton University Press, 1952, esp. chapter 6.
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It is postulated in this chapter that men's actions are a function of
learning ;rinciples and the social context -- men learn to behave, and this
learning always occurs in a social context which determines what is to be
learned. Since the behavior of men is greatly influenced by the nature and
operation of the social environment, it is possible to speak of social

prerequisites as those characteristics of the social context which determine

the behavior patterns necessary for development. Since behavior can be
shaped, maintained, and altered in a.wide variety of contexts, and by means
of different procedures, much variation in the social and cultural deter-
minants of behavioral prerequisites is possible; social prerequisites, then,
may be expected to vary much more than behavioral prerequisites. The two
levels of analysis -- individusl and social -- are related by means of
psychological, i.e. learning, principles, and thus the behavior of individuals?
the characteristics of the social system, and psychological (learning)
principles are the major components of the analysis of non-economic pre-
requisites of a developed society.1
The basic idea of this analysis is that behavior is learned in a social
and cultural context and that it also influences the development of future
social and cultural characteristics by being part of them. Economic
development, nc matter what the circumstances, includes specific behavior

patterns associated with the rise of industrialism and its social concom~

itants. The shaping and maintenance of these activities, in turn, proceeds

lthe two levels of analysis may be conceived as being linked by a
model of man" which includes propositions concerning the determinants of
behavior @#nd which specifies the role of the social context. For a
general discussion of models of man, and the difficulties involved in
their creation and application, see Herbert A. Simon, Models of Man, New
York: Wiley, 1957.
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in accordance with learning principles whose specific operatiorn varies with
the social and cultural characteristics of different societies while their
general nature has cross-cultural validity.

Froa this view it follows that learning, either by direct experience,
through modeling, or through the receipt of new information, is the primary
mechanism of behavioral change. The application of learning principles
within a particular societal framework, therefore, provides an efficient
means of promoting the behavioral prerequisites of development within that
society.

"Psychological" prerequisites for development discusseﬂ in this paper
refer primarily to "behavioral' prerequisites and are considered in terms
of behavioral principles and learning procedures. Considered in this way,
psychological prerequisites need not be stated with specific reference to
deveiopment since such principles and procedures underly any behavior and
are not unique to the activities related to development.

An emphasis on behavioral prerequisites rather than psychological
prerequisites focuses not so much on man's internal state or various mental
phenomena as on the activities of men. However, these approaches have an
element in common since 'perception' or "cognition" plays an important part
in each. This point of commonality becomes most apparent later when the
role of the school is discussed.

Before the analysis of behavioral prerequisites can be undertaken,
and before the procedures for their creation and maintenance can be outlined,
a model of man which ties together the activities of men and the operations

of the social context, must be briefly described.
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A Behavioral Model of Man

Since this analysis of prerequisites begins with the behavior of
in dividuals and assumes that most patterned action is learned, the under-
lying wmodel of man must consist of propositions concerning the determinants
of behavior and the ways in which behavior patterns are established,
maintained, and altered in static and changing social contexts.1

The basic postulate of the proposed model of man is that most behavior
patterns are learned through differential reinforcement. That is, not all
possible activities, but only those deemed "desirable" by a community or
society are rewarded; others are not, and some may be punished. The specific
principles involved in the shaping of behavior are the following:2

1. Behavior (R) is established and maintained or weakened by a
reinforcing (ST) or aversive (S8} stimulus which follows it. More accurately,
the presentation of reinforcing stimuli (looselv speaking, rewards) or the
removal of aversive stimuli increases the probability that the behavior
pattern will be repeated, whereas the presentatioh of an aversive stimulus
(loosely speaking, punishment) or the removal of an ST decreases the
probability that the behavior pattern will be repeated in the future,

2. The effectiveness of any reinforcing stimulus depends in large

part on the extent of an individual's deprivation, whether actual or

1Although much work was done with animals, recent studies have concen-
trated on the analysis of principles underlying human behavior. The
principles incorporated into the model of man under discussion have all arisen
from work with human beings; for examples of such work see Arthur W. Staats,
Human Learning, New York: Holt, Rinszhart and Winston, 1964.

2For a more complete exposition of these propositions, and their
empirical foundetion, see Arthur W. Staats and Carolyn K. Staats, Complex
Human Behavior, New York: Holt, Rinehart and Winston, 1963. For applica-
tions of behavioral principles, see Leonard P, Ullmann and Leonard Krasner,
Case Studies in Behavior Modification, New York: Holt, Rinehart and Winston,
1965,
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imagined. Deprivation, which makes reinforcing stimuli effective by their
capacity to reduce it, may be primary (largely physiological) or secondary
(largely cultural), and thus may be expected to vary from one person to
another, one culture to the next.

3. UWhen an ST is presented after an activity has been performed in a
particular context (e.g. telling a joke in a group of men), the behavior is
likely to be repeated in the same or similar context, or a specific aspect
of it (a group of MCN). Those elements of the context in whose presence a

behavior pattern was reinforced, usually called discriminative stimuli (SD),

eventually come to "control' the behavior; that is, the probability of their
presence being followed by the associated activity increases and approaches
certainty. If another aspect of the context, if present, is not followed by
the reinforcement of an activity (SL), or is followed by aversive conse-
quences, (e.g. telling the same joke in mixed company), the probability of
the activity being repeated in the presence of that element (MIXED company)
will decline and approach zero.

4. The schedule of presentation of any S¥ affects the smoothness and
continuation of behavior. If rewards are presented continuously, behavior
is easily maintained while reinforcement lasts, but upon the termination
of rewards, extinction proceeds rapidly. If rewards are presented inter-
mittently, behavior will be equally well maintained, and after the
termination of reinforcement the response will continue to be made for a
relatively long period of time. The shaping of behavior is usually
accomplished best with an initially continuous schedule of reinforcement.

5. Behavioral elements are usually combined into patterns, such as
writing a letter. These patterns, in turn, are usually parts of more

complex chains in which one person's actions or others' reactions to them

A
W
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become reinforcing and discriminative stimuli for further actions, thus
"tying together" large numbers of behavior patterns of the same individual
and also of different people.

According to this behavioral model, the social context of the individual,
including his immediate family, the various groups to which he belongs, and
the society of which he is a part, exerts a powerful influence on behavior.
The immediate and wider social context, especially the system of ideal
values and the operating norms arising from it, determine, as illustrated
in Figure 1:

1. The contingent stimuli. The values and norms of a society perform
functions analogous to those performed by the experimenter in the laboratory.

2. The relationship between behavior and contingencies, i.e. which
actions are to be rewarded or punished.

3. The state variables. Values, and especially norms, create
secondary (or learned) deprivations (e.g. social isolation in a community
emphasizing togetherness), but they also affect primary deprivations by
defining the "accepted" ways in which deprivations may be reduced, for
example, by labeling certain foods taboo.

4, The discriminative stimuli. By reinforcing particular behavior
patterns when they appear in a specific context, the normative system of
a society determines which aspects of an individual's context will even~
tually take on controlling properties. Honesty in social relations, for
example, will usually be rewarded except in special circumstances when
norms of politeness indicate the necessity (and consequent rewards) of
white lies.

5. The schedule of reinforcement. Whether rewards will be presented

quite often, or only occasionally, is determined by values and norms.

4
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FIGURE 1
Constant Societal State
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Glossary of Terms:

R - any activity

ST - reinforcing stimulus (loosely speaking, rewards)

S8 - aversive stimulus (loosely speaking, punishment)

SO0 - absence of any consequences

sD - stimulus in whose presence R has been reinforced

A - stimulus in whose presence R has not been reinforced

SV - state variables (i.e. conditions of deprivation and satiation)
constant stimuli (usually the rest of the environment)
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Source: Adapted from J. H. Kunkel, '"Values and Behavior in Economic
Development," Economic Development and Cultural Change, vol. 13 (April,
1965), p. 261.
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It is apparent from this brief discussion of learning principles and
the operation of the social context that the behavior of individuals can
be understood only if the present and past context is known. If the context
is static, the behavior of people affected by it will also be rigid, while
behavior patterns will change when the social context is altered.

In this description of learning principles the frame of reference was
the operation of the social environment and the individual behaving within
it. This view is adequate when there is sufficient time to observe both
people and the social context, i.e. when observers have accurate knowledge
of a society's values and norms. At times, however, the investigator may
find himself in situations where there is not enough time to observe
accurately the operation of a community or nation. This would be true
especially in heterogeneous and rapidly changing communities, where the
normative structure is likely to be so complex and fluid that its effects
on the behavior of individuals would be difficult to assess merely by
observation.

In such cases, researchers may have to take into account a person's
cognition of discriminative stimuli and his perception of reinforcement
probabilities. Cognition and perception are part of the above model of
man, but they are usually accepted as constants =-- it is assumed that
individuals correctly perceive the possibilities of rewards -- and thus
perception and cognition are not considered to be important variables in
the analysis of learning. When, however, reinforcement probabilities cannot
be determined by observations of events, individuals may have to be asked:
"If you do this, what will be the consequences?" 1Individuals' cognitions
and perceptions, then, may have tc be included in the analysis of the shaping,

maintenance, and alteration of behavior.
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While the above principles influence much of the learning process, it
must be recognized that they may operate in a number of different forms.
For example, the individual himself need not experience the consequences
of his actions, because behavior patterns may be established by observing
others' activities and the effects of their actions. This kind of learning,
called modeling, has been extensively investigated in the area of child
development:.1 The underlying principle -- differential reinforcement --
is the same as in the above paradigm, but direct, personal experience is
not necessary. Bandura and Walters go so far as to suggest that one of the
major aspects of schooling is precisely the provision of models, for example
through stories, biographies, etc. According to these authors, individuals
learn how to act in part through "vicarious reinforcement,'" that is, by

observing the consequences of other people's behavior.

The Components of Behavioral Prerequisites

Although many prerequisites of the developed society can be stated in
terms of behavior, they consist, actually, of many different but related
activities and various elements of learning principles responsible for
their shaping and maintenance. Behavioral prerequisites, thus, must be
considered as sets of elements or behaviors having their own maintenance
system. All of these elements must be analyzed, in as great detail as
possible, for the social environment does not affect the composite set as
3 whole; only its individual elements are determined by the social context.
Tn addition, it should be noted that every action is a link in a chain.
There are preceding activities which act as discriminative stimuli, and

any behavior pattern may function as a discriminative stimulus for certain

1Albert Bandura and Richard H. Walters, Social Learning and Personality
Development, New York: Holt, Rinehart and Winston, 1963.
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succeeding actions at the same time that it may be a (conditioned) reinforcer
for certain preceding patterns. The behavioral sets and their components
can thus be arranged in a temporal and analytical order, resulting in a
rather complex system in which each element is related to specific aspects
of the social enviromment. In order to change behavior patterns, then, a
large number of.determinants must be analyzed and, if necessary, altered --
not only in the social environment but also in associated behavior patterns.
As has been indicated in earlier chapters, a large number of prerequi-
sites of development have been suggested by investigators in the different
social sciences. One behavior pattern that has been generally recognized
as a prerequisite -- saving -- will now be analyzed in detail to illustrate
the large number of "ties" which relate this rather complicated activity'to
other activities and to the social environment itself. The activity of saving
has been selected mainly because it is a crucial element of economic develop-~

ment and because it is often absent in underdeveloped countries.

The saving set. The most important action element of this set is the

putting aside of goods, money or its equivalents -- that is, keeping them
(in a variety of ways) and not consuming them or exchanging them for goods
which are consumed. This usually means that basic necessities have been
met, and that any continuing deprivations are moderate enough so as not to
endanger the continued existence of the individual or his family. Basic
necessities and moderate deprivation may be defined in terms of physiological
requirements or cultural criteria, and thus may be expected to vary some-
what from one community or individual to another.

Saving involv:s, in addition, limited obligations to others and the

absence of aversive consequences to not spending all of one's income. As
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an alternative, there should be mechanisms for avoiding or escaping the
aversive consequences of saving, for example through great secrecy.1 Here
it should bz remembered that the limits of a person's obligations to others
are defined by his and others' overt actions rather than by the theoretical
standards which may be verbally expressed but largely ineffectual in the
community. This is true even though the interpretation of overt actions
is often a matter of community standards. The reinforcement of saving is
another element of this set. The rewards may consist of either the avoidance
of future deprivations (real or imagined) or the promise or probability of
future gains. Which of these contingencies operates at any onme time depends
on the person's perception of the nature of the social system and his place
in it, both of which may be related to his formal educational experiev-cs,

While saving is an activity which can be expressed in various forms,
it is closely allied with subsequent actions such as hoarding and investing.
The choice of alternatives (e.g. burying coins or lending them at interest)
depends on several factors which not only affect saving itself but other
sets as well, for example hard work, "intelligent'' voting, and working in
factories instead of insisting on an agricultural way of life. The four
most important additional factors are various aspects of individuals'
perceptions which are important when the operation of the social context is
unknown or unclear:

1. Conception of a lawful universe. This element refers to a person's
belief that the various components of a society operate systematically, will
continue to do so, and that their future operation can therefore be predicted.

This wmeans that it is possible to influence the operation of some elements

1Manning Nash, '"Capital, Saving and Credit in a Guatemalan and a
Mexican Indian Peasant Society," in Firth and Yamey, op. cit.
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in the environment in order to correct the errors which might occur in
certain parts of the system, e.g. the use of the judicial system to rectify
injustice.

2. Future-time or long-time perspective. The ability to postpone
present benefits for future omnes is related t~ a conception of a lawful
universe, since future rewards must be predictable. This ability is an
important factor in establishing behavioral prerequisites for development
since many reinforcers lie in a somewhat distant future.

3. Predictability of others' actions. The specifiv application of
the foregoing to the immediate social context of the individual must be
noted, for many activities depend on the accurate prediction of other
people's reactions to one's own (or others')' behavior and the possibility
of controlling the actions of others. Such control is exerted mainly by
the presentation of discriminative stimuli appropriate to the situation,
e.g. the threat of court action to force the payment of debts.

4, Rational decision-making. This element refers to the making of
choices after all relevant alternatives have been evaluated according to
their actual consequences. Such choices are based on the ability to sum
the actual costs and rewards of each alternative and imply that the
individual will act on the basis of this sum.1 The summation, in turn,
presupposes the individual's ability to predict the operation of the
social system and the behavior of others, and implies that any variation
which might affect the sum will be minor, within known limits. Fofmal
education provides a mechanism for the wider distribution of such

knowledge.

1Simon, ;B' cit.
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Rationality, however, is a cultural as well as intellectual
phenomenon, for the elements included in the various alternatives have
cultural values attached to them and the sum of costs and rewards is evalu-
ated on the basis of cultural criteria. A choice which some men consider
rational, perhaps on tha basis of ignorance concerning some alternatives,
others may deem irrational because they know more of the relevant facts,
are more familiar with the social context, or are aware of the actual con-
tingencies of the various alternatives. What is meant by rational decision-
making, then, is that men take into account relevant variables and operating
contingencies, and that the sum is evaluated on the basis of accurate
